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Abstract
Timothy M. Teehan
IMPROVING INDUCTION OF NEW PRESCHOOL TO 12TH GRADE TEACHERS
THROUGH DIFFERENTIATED INDUCTION ACTIVITIES TAILORED TO
INDIVIDUAL TEACHER’S NEEDS
2017-2018
JoAnn B. Manning, Ed.D.
Doctor of Education

The purpose of the mixed methods pilot study, which used qualitative interview
data and quantitative survey data, was to investigate the impact of providing induction
activities tailored to individual teacher’s needs on new preschool to 12th grade teachers in
their first to fourth year of teaching. The district’s attrition rate has been significantly
higher than the 30% attrition rate experienced across the nation. This study asks: How
can an individualized targeted multi-faceted induction program for teachers in the first to
fourth year of teaching prepare individuals for the responsibilities of teaching? From the
perspective of mentors, principals, and teachers in their first to fourth year of teaching,
how have induction opportunities addressed identified areas of need? Which
instructional areas does a differentiated multi-faceted induction program positively
impact for teachers in their first to fourth year of teaching? To what extent has the multifaceted induction program provided opportunities for mentoring, collaboration,
professional development, and reflection? The findings show how using a multitude of
induction activities tailored to each teacher’s needs positively impacted knowledge,
skills, and practices and had a high correlation to satisfaction.

v

Table of Contents
Abstract ......................................................................................................... v
List of Figures ............................................................................................... xii
List of Tables ................................................................................................ xiii
Chapter 1: Introduction ................................................................................. 1
Problem ......................................................................................................... 5
Purpose of Study ........................................................................................... 8
Research Questions ................................................................................ 11
Conceptual Framework ................................................................................. 12
Significance of the Study .............................................................................. 13
Policy ...................................................................................................... 14
Practice ................................................................................................... 14
Research ................................................................................................ 15
Leadership ............................................................................................. 15
Definition of Key Terms ............................................................................... 15
Summary ....................................................................................................... 16
Chapter 2: Literature Review ........................................................................ 17
Job Satisfaction ...................................................................................... 17
Teacher Satisfaction .............................................................................. 19
Teacher Induction .................................................................................. 22
Teacher Professional Development ....................................................... 24
Teacher Preparation ............................................................................... 27
Teacher Attrition ................................................................................... 31
vi

Table of Contents (Continued)
Teacher Retention .................................................................................. 33
Conclusion .................................................................................................... 35
Chapter 3: Methodology ............................................................................... 37
Rationale and Assumptions ........................................................................... 37
Strategy of Inquiry ........................................................................................ 39
Stage 1: Collect ..................................................................................... 41
Stage 2: Reflect ..................................................................................... 42
Stage 3: Plan .......................................................................................... 42
Stage 4: Act ........................................................................................... 43
Participants & Setting ................................................................................... 43
Sampling Method .................................................................................. 43
Description of Setting ............................................................................ 43
Data Collection ............................................................................................. 44
Instruments .................................................................................................... 46
Interviews .............................................................................................. 46
Surveys .................................................................................................. 48
Data Analysis ................................................................................................ 50
Data Management .................................................................................. 50
Analysis Strategies ................................................................................ 51
Trustworthiness & Validity ........................................................................... 52
Role of the Researcher .................................................................................. 54
Ethical Considerations ................................................................................... 54
vii

Table of Contents (Continued)
Limitations ............................................................................................. 55
Conclusions ................................................................................................... 56
Chapter 4: Findings ....................................................................................... 57
Participant Sample and Setting ..................................................................... 58
Data Collection ............................................................................................. 61
Interviews .............................................................................................. 61
Surveys .................................................................................................. 63
Collection Process ................................................................................. 64
Data Analysis ................................................................................................ 64
Interview Coding ................................................................................... 64
Themes .................................................................................................. 68
Teaching Preparation/Growth ........................................................ 68
Support ........................................................................................... 71
Impact ............................................................................................ 74
Reflection/Self-Assessment ........................................................... 76
Induction Activity Benefit Level Analysis ............................................ 79
Survey Regression Analysis .................................................................. 80
Welcome Orientation Analysis ...................................................... 80
Buddy Teacher Analysis ................................................................ 81
Mentor Analysis ............................................................................. 82
Observation of Colleague Analysis ............................................... 83
Observed by Colleague Analysis ................................................... 84
viii

Table of Contents (Continued)
Observations, Evaluations, and Walkthrough Analysis ................. 85
In-District Professional Development Analysis ............................. 86
Out-of-District Professional Development Analysis ..................... 87
Professional Learning Community Analysis ................................. 88
Best Practices Video Archive Analysis ......................................... 89
Non-Tenured Teacher Collaboration Analysis .............................. 90
Non-Tenured Teacher/Mentor Collaboration Analysis ................. 91
Central Administrator/Non-Tenured Teacher Analysis ................. 92
Principal Non-Tenured Teacher Meeting Analysis ....................... 93
Administrative Support Analysis ................................................... 94
Principal Support Analysis ............................................................ 95
Partial Induction Activities Analysis ............................................. 96
All Induction Activities Regression Analysis ................................ 97
JDI/JIG to Stress Analysis ............................................................. 98
Stress to All Induction Activities Analysis .................................... 99
Stress to Year Comparison Analysis ..................................................... 100
Induction Interactions Analysis ............................................................. 101
Results ................................................................................................... 102
Welcome Orientation ..................................................................... 102
Buddy Teacher ............................................................................... 103
Mentor ............................................................................................ 104
Observe Colleague ......................................................................... 105
ix

Table of Contents (Continued)
Observed by Colleague .................................................................. 106
Observations, Evaluations, and Walkthroughs .............................. 107
In-District Professional Development ............................................ 108
Out-Of-District Professional Development ................................... 109
Professional Learning Community ................................................ 110
Best Practices Video Archive ........................................................ 111
Non-Tenured Teacher Collaborations ............................................ 112
Non-Tenured Teacher/Mentor Collaborations ............................... 113
Administrator Non-Tenured Teacher Meetings ............................. 114
Principal Non-Tenured Teacher Meetings ..................................... 115
Administrative Support .................................................................. 116
Principal Support ........................................................................... 117
Partial Versus All Induction Activities .......................................... 118
Stress .............................................................................................. 121
Research Question One ......................................................................... 122
Research Question Two ......................................................................... 124
Research Question Three ....................................................................... 126
Research Question Four ........................................................................ 128
Evidence of Trustworthiness ......................................................................... 130
Summary ....................................................................................................... 133
Chapter 5: Summary, Conclusions, and Recommendations ......................... 135
Interpretation of the Findings ........................................................................ 136
x

Table of Contents (Continued)
Impact on Knowledge and Skills ........................................................... 136
Multiple Induction Activities ................................................................ 137
Culture of Support ................................................................................. 138
Community of Inquiry ........................................................................... 140
Pre-Service Teachers ............................................................................. 141
Mentoring .............................................................................................. 141
Professional Growth .............................................................................. 142
Teacher Attrition ................................................................................... 145
Limitations of the Study ................................................................................ 146
Recommendations ......................................................................................... 147
Future Studies ........................................................................................ 150
Implications ................................................................................................... 151
Conclusion .................................................................................................... 153
References ..................................................................................................... 154
Appendix A: The Job Descriptive Index Including The Job in General
Scale Survey ............................................................................ 162
Appendix B: Stress In General Scale Survey ............................................... 164
Appendix C: Induction Benefit Survey ......................................................... 165
Appendix D: Interview Questions ................................................................ 166
Appendix E: Proposed Induction Activities Survey ..................................... 168

xi

List of Figures
Figure

Page

Figure 1. Conceptual Framework Model ...................................................... 13
Figure 2. Action Research Cycles ................................................................. 41

xii

List of Tables
Table

Page

Table 1. Code List ......................................................................................... 65
Table 2. Themes ............................................................................................ 66
Table 3. Code Occurrences ........................................................................... 79
Table 4. Induction Activity Benefit Levels ................................................... 80
Table 5. JDI/JIG to Welcome Orientation Analysis ...................................... 81
Table 6. JDI/JIG to Buddy Teacher Analysis ................................................ 82
Table 7. JDI/JIG to Mentor Analysis ............................................................. 83
Table 8. JDI/JIG to Observation of Colleague Analysis................................ 84
Table 9. JDI/JIG to Observed by Colleague Analysis ................................... 85
Table 10. JDI/JIG to Observations/Evaluations/Walkthrough Analysis ....... 86
Table 11. JDI/JIG to In-District Professional Development Analysis ........... 87
Table 12. JDI/JIG to Out-Of-District Professional Development
Analysis.......................................................................................... 88
Table 13. JDI/JIG to Professional Learning Community Analysis ............... 89
Table 14. JDI/JIG to Best Practices Video Archive Analysis ....................... 90
Table 15. JDI/JIG to Non-Tenured Teacher Collaboration Analysis ............ 91
Table 16. JDI/JIG to Non-Tenured Teacher/Mentor Collaboration
Analysis.......................................................................................... 92
Table 17. JDI/JIG to Central Administrator Non-Tenured Teacher
Meeting Analysis ........................................................................... 93
Table 18. JDI/JIG to Principal Non-Tenured Teacher Meeting Analysis ..... 94
Table 19. JDI/JIG to Administrative Support Analysis ................................. 95
Table 20. JDI/JIG to Principal Support Analysis........................................... 96
xiii

List of Tables (Continued)
Table

Page

Table 21. JDI/JIG to Partial Induction Activities Analysis ........................... 97
Table 22. JDI/JIG to All Induction Activities Analysis ................................. 98
Table 23. JDI/JIG to Stress Analysis ............................................................. 99
Table 24. Stress to All Induction Activities Analysis ................................... 100
Table 25. Stress to Year Comparison Analysis ............................................. 101
Table 26. JDI/JIG Score to Induction Interactions Chart ............................. 102

xiv

Chapter 1
Introduction
A strong professional teaching force is the backbone of a robust educational
system (Darling-Hammond, 2009) and successful teaching experiences occur in part as a
result of receiving continuous support through collaboration, monitoring, and application
of learned skills (Donne & Lin, 2013). Although new teachers came to their positions
with varied levels of preparation, positive impacts on teaching experiences were achieved
through the implementation of continuous support in an induction program that provided
a multi-faceted approach tailored to identified individual needs. The induction approach
supported new teachers by continuing to develop the knowledge and skills that impacted
their evolution as teaching professionals.
The retention of teachers by schools and districts is vital to the continuity of
instructional practices, which in turn impacts student academic achievement. In schools
where teacher attrition rates are high, student academic performance is lower when
compared to schools that retain their teaching staff (Ronfeldt, Loeb, & Wyckoff, 2013).
As a result of longer retentions, teachers who remain within a school will have extended
time to increase the opportunities to hone skills, improve instructional practices, and be
exposed to varied experiences and training opportunities. Furthermore, an increased time
teaching in a school has a greater potential to improve teacher quality when compared to
a brief time spent teaching in a school.
Education policy concerns regarding teacher retention have been an issue for
decades (Ingersoll & Kralik, 2004) and have been experienced across the nation in hardto-staff schools, urban and rural settings, and in the suburbs. The impact of teacher
1

attrition on student achievement is being experienced especially among low-income and
minority students in low performing schools, who are the stakeholders most hurt by
teacher turnover (Grissom, 2009). The vicious cycle of teacher attrition impacting student
academic performance, which in turn affects teacher turnover, continues to compound the
retention problem (Barnes, Crowe, & Schaefer, 2007).
Teacher attrition is especially high in the first years on the job (Ingersoll, 2012).
Richard Ingersoll (2001) found that from 1990-1991 190,000 new teachers entered the
profession only to have an equivalent of 91% of those just hired leave the profession in
the following 12 months. A similar pattern was experienced in 1993-1994 when 193,000
new teachers entered the profession with 213,000 or 110% leaving. Ingersoll (2001)
determined that retirees only account for approximately 24% of those 213,000 that left.
Ingersoll has modified his original estimations, which are more in line with other
researchers’ findings of a 30% attrition rate. In a 2010 report by Darling-Hammond,
Ingersoll’s original 50% attrition rate was determined to be an overestimation as a result
of the inclusion of attrition rates of private school teachers who have a higher attrition
rate than public school teachers. Furthermore, the original figure did not account for
teachers who left the profession for a year or two for childrearing.
In 2005, Darling-Hammond and Bransford found that almost 33% of new teachers
leave the profession within the first three years and 50% leave within the first five years.
Of the teachers who remain in the profession, but leave their current assignment, 38.1%
of those teachers moved from one school to another in an effort to seek better teaching
assignments often in wealthier, better-performing districts (Alliance for Excellent
Education, 2008).
2

The findings from the National Center for Education Statistics First Look study of
public school teachers during the 2011-2012 school year revealed 84% of those teachers
tracked remained at the same school. A more recently released version of the First Look
report found that data from their five-year longitudinal study showed that 70% of the
2007-08 first year teachers remained in their schools after five years (Gray & Taie, 2015).
The newer findings indicate teacher retention may not be as critical as originally
determined. However, a significant teacher attrition issue still exists, which shows that
30% of those new to the profession are not remaining in their original schools. The
revolving door impacts the continuity of quality instruction, which negatively influences
student academic achievement.
In an effort to address teacher retention, school districts across the nation have
adopted the implementation of one or more induction activities, which have been
reviewed by various studies to determine outcomes. The studies found that a variety of
factors impact teacher retention: mentoring programs, teacher salaries, personal
characteristics, school characteristics, providing of professional development throughout
careers, empowerment of teachers, work environments, and the education levels of
teacher when entering the field (Ingersoll, 2001; Olsen & Anderson, 2007; Billingslevy,
2004; Cochran-Smith, 2004; Shen, 1997; Chapman & Green, 1986). Mentoring, an
induction component that uses an approach where more experienced individuals provide
counsel and guidance to junior members and is used by most districts, was found to be
the support that new teachers desired (Darling-Hammond, Wei, Andree, Richardson, &
Orphanos, 2009) and positively impacted teacher retention (Ingersoll & Kralik, 2004).
Components of the mentoring model have had positive effects on those being
3

provided support. Ingersoll and Strong (2011) examined 15 empirical studies and found
that support and assistance for beginning teachers had a positive impact on retention,
classroom instructional practices, and student achievement. The positive impact of
mentoring is supported by an April 2014 survey conducted by the National Network of
State Teachers of the Year and the American Institutes for Research where it found that
mentoring provided the most benefit to new teachers (Behrstock-Sherratt, Bassett, Olson,
& Jacques, 2014). Beginning teachers in New Jersey are mandated to be part of the
state’s formal mentoring program, which has the goals of providing an orientation to the
district, establishing minimum mentoring requirements during the first weeks of
employment, require the district to provide mentor support activities for the novice
teacher, require a log of contact time between mentor and novice teacher, and assigns the
chief school administrator (CSA) the responsibility to develop a district mentoring plan
(State of New Jersey Department of Education, 2014). In 2012, the TEACHNJ Act was
passed, which mandated a mentoring support system and extended the mentor timeline
from one year to two years for novice teachers. The Act stipulates that a novice teacher
should be paired with an experienced mentor teacher who provides observations of and
feedback to the novice teacher. In addition, modeling and confidential support and
guidance are suggested to be part of the mentoring experience. Although mentoring was
extended to two years recently, an accountability and compensation system was not
included in the second year of the mentoring process. Since, the responsibility to develop
a district-mentoring plan is in the hands of each district’s CSA, mentoring is being
implemented differently across the state resulting in varied experiences for novice
teachers being mentored.
4

Although mentoring has demonstrated a positive impact on new teachers, the
combination of mentoring with other induction elements, especially collaborative
practices, reduces a new teacher’s sense of isolation and provides support that has the
potential of leading to improved professional practices (Darling-Hammond, 1998;
Greenlee & Dedeugd, 2002). In addition, Bickmore and Bickmore’s (2010) study found
that in a multi-faceted induction support system if one induction approach failed, another
would be able to fill the gap and lead to positive participant perceptions. The National
Commission on Teaching and America’s Future’s two-year study found that teacher
preparation programs need to increase teachers’ knowledge in order to meet the demands
of teaching and schools need to be redesigned to support high quality teaching and
learning (Darling-Hammond, 1996).
In conclusion, the blending together of these findings demonstrates a need for
school districts to develop and implement a multitude of quality induction activities. The
outcome will be meeting the needs of novice teachers, job satisfaction being realized, and
higher retention rates of novice teachers. Improved teacher retention will permit longer
time spans for teachers to hone their teaching knowledge and skills. Induction programs
complete with mentoring and collaboration opportunities will positively impact teaching
practices and job satisfaction.
Problem
The issue of high attrition rates of first year teachers is being experienced in
districts across the nation (DeAngelis & Presley, 2011) and more specifically in the
Centerville Public School District (a pseudonym for the district where the pilot study
took place) located in the Northeastern United States. Teachers in their first four years of
5

being employed by the Centerville Public School District, an ethnically diverse lowincome suburban P-12 school district, have been experiencing high rates of attrition.
This has resulted in teacher turnover that has been voiced as an issue of concern by
parents, teachers, board of education members, and the administrative team. An analysis
of Centerville Public School District’s internal data revealed that for the 2013-2014
school year, the teaching staff in their first four years of teaching experienced a 45%
attrition rate. The 2014-2015 teacher group experienced a 20% attrition rate. For the
2015-2016 group, a final attrition rate of 40% was experienced. These attrition rates are
approximately the same as the 40% rate found in New Jersey for 2011-2012 (Jandoli,
2013) and higher than the 14% to 30% national attrition rates found by other researchers
(Gray & Taie, 2015; Marshall et al., 2013). Although the attrition rates of 40% for New
Jersey for 2011-2012 were partly due to retirements, Centerville’s data did not include
retirement data. The teacher attrition rate was due to non-renewal of contracts and nontenured teachers electing to leave the district of their own decision. Centerville Public
School District’s recent three years of data significantly elevated the local level of
concern over teacher turnover. These high attrition rates are of significant concern for
the district’s administration and Board of Education and have been the genesis for
Centerville Public School District’s creation of differentiated induction activities targeted
to individual needs of teachers new to the district.
As high numbers of new staff members are hired and mentored on a yearly basis,
the high turnover has put additional responsibilities on mentor teachers and
administrators in Centerville Public School District. Since 2012, 46 different teachers
have served as mentors, with 15% having been appointed mentors more than once. The
6

process has impacted the district through the accruing of costs related to advertising for
open positions, increased time spent by personnel committee members in reviewing
resumes and conducting interviews, disruption of schedules, and increased allocation of
time for familiarizing new staff to the district.
A concern existed among parents, board of education members, administration,
and teachers that the district was not providing adequate or targeted guidance and
induction support for the district’s newest teachers. A multitude of avenues are provided
to parents and community members to share their thoughts and beliefs about the
educational environment of Centerville: Superintendent Brown Bag Lunches, Principal
Chew and Chat, district climate surveys, and an open online forum facilitated by the
superintendent. Through these various paths of communication, parents across the
district voiced concerns about the abilities of novice teachers to provide superior quality
teaching, engaging instructional practices, forming connections to the students in the
classroom, and ability to effectively manage the classroom environment. In addition,
parents expressed their displeasure of the frequent turnover of teaching staff. Through
the teachers’ association, the collective voice of the teachers conveyed their beliefs that
not enough support was being provided to teachers new to the district. The association
leadership conveyed their displeasure about the frequent non-renewals and resignations
of new staff and the need to constantly be interviewing to fill the vacancies. The
association felt the revolving door was putting a strain on mentor teachers and the district
was unable to build a cadre of veteran staff members to serve as resources for others in
the district. Since the community had a direct line to the members of the Board of
Education, the members were hearing an echo of the same concerns. The Board
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members communicated their fears that novice teachers were not being provided
adequate supports, which would equip them to implement engaging and meaningful
lessons. The lack of improvement of instructional practices were a concern due to the
impact it had on student learning and school performance data. As a result, it was
believed that inadequate induction practices may have resulted in poor teaching quality
along with increased teacher dissatisfaction within the district’s newest teaching
members, which potentially impacted attrition rates, as well.
Purpose of Study
The purpose of the pilot study was to prepare new preschool to 12th grade teachers
for the task of teaching and improve instructional practices by providing a multitude of
differentiated induction activities tailored to each new teacher’s needs. The induction
activities provide opportunities for collaboration among new teachers within the district
and between new and experienced teachers. Improved preparation, knowledge base of
instructional practices, and career satisfaction were realized when teachers were
supported and empowered in improving instructional practices, which has the potential to
positively impact student academic achievement and teacher retention rates.
The induction experience was based on a community of inquiry, which is
comprised of cognitive, social, and teaching presence (Garrison, Anderson, & Archer,
2001) and determined by an interpretation that was more reasonable than others (Stringer,
2014). In the study, the community of inquiry was accomplished through the
involvement of participants that were new to teaching in the Centerville Public School
District. The participants provided first-hand insights into how differentiated induction
activities influenced their instructional practices and resulted in satisfaction with their
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teaching environment and experience. Garrison et al. (2001) explained that cognitive
presence is the extent to which participants are able to construct meaning through
sustained communication. This occurred throughout induction activities as participants
drew relationships between teaching practices, encountered situations, and induction
activity experiences. Social presence is described as the ability of participants to project
their personal characteristics into the community of learners while supporting the
cognitive presence through facilitation of critical thinking. Since the induction learning
experiences were differentiated to individual needs, the experience was a personalized
one where the teacher had choice in engaging in certain induction components.
Centerville Public School District improved induction of new preschool to 12th
grade teachers by providing differentiated induction activities tailored to each new
teacher’s needs during a four-year induction time period. In New Jersey, tenure is
achieved after working in the same district for four years, which correlates to the length
of time used by Centerville for their induction program. The district supported,
empowered, and equipped teachers with the knowledge, skills, expertise, and models of
best practices through a comprehensive multi-pronged induction approach. Every new
teacher in the first four years with the district was afforded choices from a multitude of
induction opportunities consisting of mentoring, small peer group meetings,
individualized professional development opportunities, observations, reflection
opportunities, conferencing, and collaboration. The desired outcome expanded
pedagogical knowledge, improved instructional practices of novice teachers and achieved
satisfaction levels consistent with those indicating the likelihood of remaining in the job.
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As an extension benefit, teacher retention and student academic achievement is expected
to improve.
Determination of meeting the objective was ascertained through the conduction of
a mixed method research pilot study, which gathered perceptions from new teachers,
mentors, and building administrators. The feedback from participating new teachers was
used to ascertain that the multi-faceted differentiated induction approach met the
instructional needs of new teachers. Furthermore, the information was used to gauge if
teachers were being properly equipped for their teaching position and provided insight
into the quality and meaningfulness of provided induction opportunities.
The pilot study actively involved participants by encouraging them to be
reflective of each induction activity’s experience and each activity’s effect on
instructional practices, knowledge, and teaching skills. At the same time, participants
personally gained insights into the benefits of a multi-faceted individualized induction
program and provided the researcher with insights, as well. The approach followed
constructivism, which comes to understand the nature of knowledge and learning through
an approach of actively involving individuals in the process of thinking and learning and
by focusing on how individuals learn (Ornstein & Hunkins, 2009). Reflection is a
primary component that is needed as a means to critically view oneself in order to
determine areas of need and the degree of preparedness in taking on the responsibilities
of teaching, which better inform the participant of his or her areas of needed
development. The study method was conducive to the environment already in existence
in the district, which fostered a community of learners where all participants collaborated
to gain a better understanding of topics of focus and themselves. Furthermore, the study
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empowered participants to share experiences with the researcher, mentors, induction
activity providers, and other participating new teachers and encourage new teachers to
seek differentiated induction activities that addressed their individual needs.
Research Questions
This mixed methods research pilot study explored the relationship between the
use of differentiated multi-faceted induction activities and their impact on new teacher
instructional practices and job satisfaction. The study was guided by the following main
research question and sets of qualitative and quantitative sub-research questions.
Main Research Question:
1. How can an individualized targeted multi-faceted induction program for

teachers in the first to fourth year of teaching prepare individuals for the
responsibilities of teaching?
Sub-Research Question - Qualitative:
1. From the perspective of mentors, principals, and teachers in their first to
fourth year of teaching, how have induction opportunities addressed
identified areas of need?
Sub-Research Questions – Quantitative:
1. Which instructional areas does a differentiated multi-faceted induction
program positively impact for teachers in their first to fourth year of
teaching?
2. To what extent has the multi-faceted induction program provided
opportunities for mentoring, collaboration, professional development, and
reflection?
11

Conceptual Framework
The pilot study was guided by Ingersoll (2012), Darling-Hammond and
Bransford’s (2005), and Gray and Taie’s (2015) latest findings which indicated that the
field of education is not retaining approximately 30% of teachers in their first five years
of teaching. The high attrition rates are a result of a lack of providing adequate new
teacher induction support, which contribute to inadequate teacher preparation and job
dissatisfaction. In order to create successful novice teachers, Wong and Wong (2001)
stress that schools need to provide people and plans to assist in learning to teach, a
trained mentor that follows a uniform mission, and a multi-year induction program that
welcomes new staff. Poor preparation in the areas of instructional knowledge, skills, and
practice were the result of novice teachers not being provided ample and targeted
supports.
Job satisfaction was created when new teachers experienced job comfort and job
fulfillment as a result of being prepared for teaching. These results occurred as a result of
the implemented multi-faceted targeted induction approach during the first four years of
teaching in the district as depicted in the following conceptual framework model (Figure
1).
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Figure 1. Conceptual framework model.

Significance of the Study
The results of this pilot study can be used to inform local, state, and national
practice, policy, and larger research studies in regards to the creation and implementation
of teacher induction programs. Improvement of educational institutions’ understanding
of the impact induction activities have on novice teacher’s instructional knowledge,
practice, and job satisfaction will enable schools and districts to develop a multi-faceted
induction program that will meet the needs of their teacher population. As a result,
educational policymakers may be prompted to construct a comprehensive induction
13

program reform with an objective of ensuring improved new teacher quality and
preparedness for the challenges of teaching.
Policy
The findings from this pilot study can advocate for further investigation of the
benefits of crafting policies that will mandate districts create a differentiated induction
program for teachers new to the profession and provide the induction experience
throughout the first four years of employment. By doing so, districts would be ensuring
they have provided ample support and guidance for teachers during their pre-tenure
years. Additionally, since school districts strive to place high quality teachers in
classrooms, the retention of teaching staff that are prepared for the associated
responsibilities of teaching and satisfied in their preparation can be supported through a
career long induction program as teachers go through the various phases of their careers.
Practice
The field of education in New Jersey is holding teachers and school districts to a
higher degree of accountability than previously experienced as demonstrated in the
specifics under AchieveNJ and Every Student Achieves Act. The increased focus is
intentional in driving teachers in the profession to critically reflect on their knowledge,
skills, and instructional practices and to seek out professional learning opportunities and
supports targeted to their specific needs. Secondly, a differentiated induction program for
new teachers provides the necessary knowledge and skills to develop new professionals
into successful practitioners, who will find satisfaction in their chosen profession.

14

Research
The findings from this pilot study could be used to extend the understanding of
the impact induction opportunities have on teacher preparedness and teacher satisfaction
with not just novice teachers, but determine if the influence extends to educators further
along in their careers, as well. Secondly, a future more extensive study could be
conducted to determine if teachers that have engaged in a multi-year and multi-faceted
individualized induction program has a direct correlation to student achievement. By
extending this understanding, it could serve as an impetus for districts to create
differentiated induction programs targeted to their teacher’s needs regardless if policy is
enacted mandating such a program or not.
Leadership
Since school leadership has been found to be an influential factor in teacher and
student success, the findings from the pilot study could compel school leaders to
consistently use formal and informal teacher observation data to assist in determining
individual teacher needs and provide the guidance and support to meet those identified
needs. Furthermore, leadership could work collaboratively with other educational
professionals to develop and offer additional induction activities that are not currently
available within districts, but are beneficial to novice teachers.
Definition of Key Terms
The study used some unique terms that are defined as the following:
1. Attrition refers to the number of teachers who leave teaching altogether or
move to other schools, districts, or move to different jobs within education
(Ingersoll, 2001).
15

2. Job Comfort refers to the satisfaction with job conditions and circumstances

(Evans, 1998).
3. Job Fulfillment refers to an assessment of how well an individual is

performing on his or her job, which is influenced by others and one’s own
sense of personal achievement due to performance in components of the job
(Evans, 1998).
4. Job Satisfaction refers to how a person feels about his or her job, which
includes different facets of the job (Brewer, 2003). A state of mind based on
an individual’s perceptions of his or her job-related needs being met (Evans,
1998).
5. Stress refers to a state in which teachers are afflicted in ways that negatively

affect physical and mental health (Porter, 2007).
Summary
For individuals new to the teaching profession, the data clearly depicts a high
percentage of teachers leaving their school or the profession within the first five years on
the job. Teacher preparedness is an influential factor in determining teacher satisfaction
and retention and by extension, student achievement. Teachers in their beginning years
of teaching often experience a sense of loss and feel unprepared for the challenges
presented in teaching. By providing differentiated induction activities targeted to
individual teacher needs, teacher preparedness, instructional knowledge, skills, and
practices were improved, which resulted in levels indicating teacher satisfaction.
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Chapter 2
Literature Review
Too few teachers are coming into the profession and too many leaving, as
demonstrated by the staggering level of teacher turnover and attrition on a national level
(National Commission on Teaching, 2002). The exodus of novice teachers is of special
concern since without an experienced teaching work force the goals of providing a worldclass education are in danger of faltering (Rhodes, Nevill, & Allen, 2004). Teacher
satisfaction is central to developing a teaching profession that is adequately equipped to
provide students engaging learning experiences. Dissatisfied teachers leaving the
profession lead to a revolving door effect in our nation’s schools, especially in urban and
low-income settings that serve our most at-risk students.
This section of the dissertation will review the scholarly literature related to
teacher induction and satisfaction, which impacts teacher attrition and retention. The
literature review is divided into six parts: Teacher satisfaction, induction, professional
development, preparation, attrition, and retention. Teacher induction, professional
development, and preparation impact teacher satisfaction levels. In turn, the satisfaction
levels affect teacher attrition and retention rates.
Job Satisfaction
In order to improve job satisfaction, one must start by being able to define it. A
simplistic definition of job satisfaction can be presented as how a person feels about his
or her job, which includes different facets of the job (Brewer, 2003). That basic
definition can be further developed by using Evans’s (1998) two different components in
defining job satisfaction; job comfort and job fulfillment. Job comfort relates to how
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satisfied an individual is with the job’s conditions and circumstances. On the other hand,
job fulfillment involves a self-assessment of how well an individual performs his or her
job and a personal sense of achievement due to performance in components of the job,
both of which may be influenced by an assessment conducted by others in those same
areas. Evan’s (1998) job comfort and fulfillment is supported by Neuman, Reichel, and
Saad (1988) who defined job satisfaction as a function of the work in which one is
engaged, which includes feelings of achievement, performance feedback, autonomy, and
a sense of challenge.
Job satisfaction studies are not a new phenomenon and can be traced back to 1911
when Fredrick Taylor studied employees and their work responsibilities with the intent of
providing workers better training methods (Taylor, 1911). Later, in 1959, Hertzberg
developed the Two-Factor Theory, which concluded that there were one set of factors in
the workplace that caused satisfaction and a different set of factors that caused
dissatisfaction and each acted independently of the other (Hertzberg, Mausner, &
Snyderman, 1959). In order to improve overall job satisfaction, both must be recognized
and addressed.
The factors that will impact job satisfaction can be divided into three areas:
environmental, psychological, and demographic (Crossman & Harris, 2006).
Environmental is the job itself and the working situation. The psychological factors are
those that involve the personality, behavior, and attitude of the worker, which impact a
teacher’s feeling of being worn out and trapped (Tye & O’Brien, 2002). The
demographic area can be divided into those teachers that are ready to retire and newer
teachers that are leaving education due to being disillusioned (Tye & O’Brien, 2002).
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Through the understanding of a job satisfaction definition, one can begin the work
of determining if a worker is satisfied or not. Once the satisfaction level is determined, a
targeted approach to addressing the areas causing a lack of satisfaction can be developed
and implemented.
Teacher Satisfaction
The field of education is challenged with the responsibility to ground new
teachers, help them grow in confidence and experience, and give the novice teachers
support in their selected career choice (Jandoli, 2013). When a school or district
adequately nurtures and supports its new teachers, the impacted teachers will likely
experience job satisfaction, which has the potential to result in a desire to remain and
grow in the teaching profession. In order to achieve this outcome, an understanding of
what causes a teacher to be satisfied or dissatisfied with a teaching position needs to be
realized. Therefore, an effective approach can be developed and implemented to bring
about job satisfaction within teachers.
Teacher satisfaction can be improved by focusing on various areas: work
environment, principal effectiveness, professional communities, autonomy, and selfefficacy of instructional strategies. Observable measures of a teacher’s work
environment, including the principal’s effectiveness, are more positive in schools with
low numbers of disadvantaged students (Grissom, 2011). The effectiveness of the school
principal has been found to be an important element of teacher working conditions and
can enhance teacher satisfaction levels (Saiti & Papadopoulos, 2015). Although principal
impact on student achievement is indirect, the position influences students by creating a
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school environment conducive to learning by creating a stable teaching workforce
(Grissom, 2011; Tamir, 2013).
Teachers that left high-poverty schools did so due to poor working conditions that
made it difficult for teachers to teach and students to learn and not due to a desire of
teachers to flee teaching the students (Simon & Moore Johnson, 2015). Simon and
Moore Johnson (2015) found that the most desired working conditions that predict
teacher satisfaction were when school leadership supported teachers, opportunities were
provided to form collegial relationships, and the elements of a positive school culture
were present. Furthermore, a school’s culture is influenced by the school leaders, who
are the individuals having a significant impact on the career commitments of teachers
(Tamir, 2013).
Stearns, Banerjee, Moller, and Mickelson (2015) found that professional
communities, collaboration, and teacher control were all predictors of teacher
satisfaction. The importance of collaboration with colleagues is further evidenced by
Todd Lawrence, an educator and founder of NJSchoolJobs.com, who attributes teacher
satisfaction in his district due to supports provided by grade-level professional learning
communities (Jandoli, 2013). The professional communities provide the teachers with
opportunities to share experiences, problem-solve presented situations, and grow as a
teaching professional. When provided opportunities to engage in professional
development, teachers were most satisfied when the programs were long-term, focused
on student learning, and linked to the curriculum (Nir & Bolger, 2008), all of which are
integral parts of professional learning communities.
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Teachers were found to be satisfied when they possessed classroom management
skills along with a repertoire of instructional strategies (Klassen & Chiu, 2010).
Autonomy is improved when teachers are equipped with the requisite knowledge and
skills. Renzulli, Macpherson Parrott, and Beattie (2011) found that teachers that had
greater autonomy were less likely to leave teaching and experienced higher levels of
satisfaction. Therefore, improved self-efficacy, or the ability to produce a desired result
or effect by oneself, leads to greater job satisfaction. In other words, when teachers are
provided with the knowledge and skills to be effective educators, they are more likely to
be autonomous and find satisfaction in their jobs.
The areas deemed as important in contributing to teacher satisfaction must be an
integral part of a school system’s induction program. If novice teachers continue to
become dissatisfied, schools will be left with an inexperienced workforce that will
struggle to meet student needs, which as a result will diminish levels of student
achievement in schools.
Although the identified areas of satisfaction, if not addressed will lead to
dissatisfaction, one must also review areas, circumstances, and experiences outside of
these identified areas that led to teacher dissatisfaction, as well. NJEA conducted a 2012
poll that found that 70% of teachers felt that morale had worsened over the past few years
and were due to personal and organizational reasons (Jandoli, 2013). As part of the
reasons for poor morale, it was found that new teachers were unprepared, lacked
classroom management skills, and lacked the ability to problem-solve encountered
teaching and learning issues. On an organizational level, teachers felt a lack of
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autonomy, heavy workloads and class sizes, lack of parental support, feeling isolated,
poor working conditions, low salaries, and lack of administrative support.
Although some of these identified areas of dissatisfaction may be beyond the
direct control of school leadership, the impact they have on teacher satisfaction should be
recognized and buffered whenever possible otherwise teacher attrition rates will continue
to climb. An induction approach using differentiated induction activities can address
many of these areas of concern that have led to dissatisfaction.
Teacher Induction
Teacher induction can be defined as an assimilation process of the traits of a
culture of teaching for a novice teacher to the profession (Boyer, 2005) or as a systematic
process that meets new teachers’ personal and professional needs (Bickmore &
Bickmore, 2010). Furthermore, induction can encompass many different activities
including classes, workshops, one-on-one mentors, orientations, seminars, a teacherlearning network, inquiry groups, electronic dialogue journals, professional development
sessions, and/or the formation of a simple buddy system or critical friend during the
initial beginnings of employment in a school (Broemmel, Swaggerty, & McIntosh, 2009;
Hammerness & Matsko, 2012; Ingersoll & Kralik, 2004; Ingersoll, 2012). The length of
the induction program can vary, as well, from one year to more than three years (Bartlett
& Johnson, 2010). Smith and Ingersoll (2004) found that effective induction programs
require more than mentoring and should be comprised of induction packages.
Regardless of the scope or length of an induction program, the induction
experience affects teacher quality and retention (Kelly, 2004). The outcome of induction
depends on the number and types of supports received by novice teachers with the impact
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of mentoring being influenced by having a mentor from the same subject area and having
collaboration time with other teachers from the same subject area (Ingersoll, 2012).
Even with government mandates regarding mentoring, the quality and focus of
mentors and mentoring programs vary greatly (Scherff, 2008). School districts and
mentors can tailor the induction and mentoring experience by identifying the strengths
and needs of each of its novice teachers. The work of any induction or mentoring system
will extend beyond new teachers or mentors into the school environment and personnel
(Moir, 2009). Key findings by Moir over her 20 years of collecting feedback data
consists of induction systems requiring a system wide commitment to developing
teachers, the ability of induction programs to accelerate teacher effectiveness,
leadership’s need to build a culture of learning, combining mentoring with communities
of practice, online communities extending the mentoring experience, and work
environments being able to encourage or discourage good teaching, which impacts
student learning and teacher retention (Moir, 2009). Where mentoring is promoted and
valued, new and experienced teachers benefit with new teachers being more likely to
remain teaching in their schools, thus, avoiding becoming an attrition statistic (Kardos,
Johnson, Peske, Kauffman, & Liu, 2002). However, novice teachers often leave the
classroom or change buildings before developing the needed skills or forming
relationships with students, which increases the negative impact on student achievement
(Hammerness & Matsko, 2012).
Mentors have been used as a part of induction programs since the mid-1980s, yet,
mentor teachers are rarely provided special training on how to be an effective mentor
(Howe, 2006). Mentoring was found to be a critical topic in positively influencing
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teacher retention and is a key component of effective induction programs (Hallam, Chou,
Hite, & Hite, 2012; Feiman-Nemser, 1996). The Hallam et al. (2012) study collected
both qualitative and quantitative data through a comparable case study method with the
goal of investigating mentoring models used within two school districts. The study found
that in-school mentors and collaborative teams were found to be more effective than
coaches. New teachers reported that benefits of mentoring were experienced when they
received assistance from mentors with lesson and unit plan development, were able to
observe their mentor and be observed by their mentor, and shared the same planning
period (Andrews & Quinn, 2005; Gilbert 2005).
Feiman-Nemser (1996) calls for mentoring to go beyond the first year of teaching,
linked to a vision of good teaching, and surrounded by a culture of collaboration and
inquiry. The importance of training, support, and assessment during a teacher’s first
years positively influences teachers to remain in the classroom long enough to make a
positive difference in the education of students (Alliance for Excellent Education, 2008).
Addressing teacher needs extends beyond the first year and must be a cog within the
wheel of an environment of colleagues working together for the common goal of
improving teacher practices (Bartlett & Johnson, 2010).
Teacher Professional Development
Professional development is one component of a multi-faceted induction program.
When comparing induction practices provided in various countries, teachers in the United
States have very limited time set aside for professional learning or collegial work during
the school day (Darling-Hammond, 2005). Northern Ireland and Israel have national
induction policies, but both have experienced varied implementation practices, which
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have led to uneven outcomes (Anthony, Haigh, & Kane, 2011). By contrast, Germany
has two years of pedagogical training in conjunction with a mentored classroom
experience (Darling-Hammond, 2005; Howe, 2006), while Japan provides 20 in-service
training days during a teacher’s first year in the profession along with 60 days of
professional development (Darling-Hammond, 2005). Also, Japan provides reduced
teaching loads, training with mentor teachers twice a week, and weekly out of district
trainings. New Zealand provides reduced teaching loads for the first two years, reflective
writing experiences, collaboration with other new teachers, targeted professional
development, and observation of colleagues (Anthony et al., 2011). Each of these
findings are in stark contrast to the inconsistent quantity and types of professional
development provided in the United States for novice teachers.
The literature demonstrates that professional development can have a powerful
impact on the retention of members new and existing in a profession and is an important
component of a teacher induction program. The key component to professional
development is that experiences provide participants with the ability to collaborate and
problem solve with colleagues, offer learning opportunities targeted to identified needs,
and provide a sense of empowerment within the process. Based on compiled literature
regarding the benefits of professional development and the varied approaches
implemented, the desired outcome of a tailored professional development plan as part of
an induction program in the Centerville Public School District was to prepare novice
teachers for the demands of the profession, which will improve teacher satisfaction levels
resulting in a reduction of attrition rates of teachers new to the profession.
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In related fields outside of education, professional development is being
implemented as part of induction programs to improve retention. In the field of
librarians, professional development is being used as a tool for retention of
underrepresented academic librarians. The Training Institute for Library Science Interns
and Residents in Minnesota offered a professional development program where
participants for the first time had an opportunity to collaborate with colleagues and
provide each other ongoing support and encouragement (Kofi Acree, Epps, Gilmore, &
Henriques, 2001). Similar practices can be found in nursing, as well. The American
Association of Colleges of Nursing (2009) found that a lack of knowledge leads to
frustration, which decreases job satisfaction and increases attrition. A longitudinal panel
survey of 422 hospital employed registered nurses between the ages of 45 and 64 found
that having professional development training available with practices targeted to older
nurses resulted in increased satisfaction with professional development opportunities and
satisfaction with the organization, which had an outcome of retention of this age group of
nurses (Armstrong-Stassen & Stassen, 2013). For nurse educators, Baker (2010)
conducted a literature analysis focused on best practices of new faculty orientation. A
post self-assessment survey was given to participants after completion of a new faculty
orientation and it was found that providing open group discussion times for problemsolving sessions ranked the highest. The orientation program had only one of the original
eleven participating faculty members leave, resulting in a 91% retention rate (Baker,
2010).
As has been demonstrated in library science and nursing, teachers new to
education can experience a positive impact from professional development. Studies in
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the fields of library sciences and nursing further demonstrate the ability to improve
retention of members through the providing of professional development practices for
new members and those that have matured in their careers (Baker, 2010; Kofi Acree et
al., 2001). Each of these studies demonstrated that during any phase of a career,
professional development with opportunities to collaborate with peers had a positive
impact on improving knowledge and skills and positively impacted satisfaction levels and
retention within the field.
Teacher Preparation
Teacher preparation begins before a teacher ever steps foot into the classroom.
When students emerge as graduates from pre-service teacher programs, many may not be
fully prepared to take on the varied responsibilities that are part of being a classroom
teacher. As evidence of this perspective, for teachers responsible for providing reading
instruction to students, Washburn, Joshi, and Cantrell (2011) found that on average, preservice programs are not adequately providing candidates with information about basic
language constructs and other components related to scientifically-based reading
instruction. Washburn et al. (2011) found that skills related to basic language constructs,
like syllable counting, were present, but pre-service teachers did not possess explicit
knowledge in other literacy areas, such as phonics or an understanding that dyslexia is a
problem with phonological processing.
Likewise, Roth, McGinn, and Bowen (1998) found that in science, pre-service
teachers were not ready to teach scientific and mathematical practices according to the
expectations of NCTM. They found that pre-service teachers were not able to engage in
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practices that professional scientists use automatically, such as, observing patterns,
building patterns, and seeing regularities.
A case study conducted by Fehr and Agnello (2012) to measure the extent to
which pre-service teacher programs were cultivating the appropriate awareness, skills,
and dispositions in their candidates to teach diverse students used a survey instrument
that gauged future teachers’ preparedness, willingness, and comfort with teaching diverse
students. The findings revealed a superficial understanding for what should be included
in P-12 multicultural education, a limited ability to list a number of types of diversity,
and a 38% rate for being able to describe culturally responsive teaching. These findings
indicate that teachers and students could benefit from teachers cultivating an
understanding that a diverse student population may require additional knowledge and
skills in order to meet the needs of these learners.
All professions include learning that takes place on the job and the teaching
profession is no different. However, prior to novice teachers taking an official teaching
assignment, novice teachers should be sufficiently prepared for the responsibilities
associated with teaching. Preparation should include building strong subject matter
knowledge, understanding how students develop and learn, knowing how children
acquire and use language, able to use professional knowledge to address student needs,
and being aware of the social purposes of education (Bransford, Darling-Hammond, &
National Academy of Education, 2005). Furthermore, pre-service teachers should
understand content demands and approaches to teaching specific subject matter to diverse
learners, understand how to effectively manage a classroom, be able to assess student
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performance, and meaningfully integrate technology into lessons and learning (Bransford
et al., 2005).
After an education graduate secures a teaching position, ongoing learning takes
place while working on the job. Many of the learning that takes place will be
enhancements of the knowledge acquired during college coursework, but will be based
on the current school environment of student needs presented in the classroom. When
beginning the first school year, a new teacher needs to understand the power and benefit
of conveying positive expectations, creating an effective classroom management plan,
understanding how to handle misbehaviors, and being able to maximize academic time
(Wong & Wong, 2001). As novice teachers embark on the teaching journey, they will
need to increase professional skills, improve the ability to work cooperatively, be able to
lead and encourage others to work productively, be reflective on their own needs, and
seek professional learning opportunities that will further develop identified areas of need
(Wong & Wong, 2001).
These examples indicate the need of induction programs to serve as a means to
bridge the gap between the knowledge and skills gained during pre-service teaching
preparation and the realities of being responsible for and effectively taking on the tasks of
leading the instructional practices within a classroom. The provided evidence indicates
that pre-service teachers are coming to the classroom with limited real-world teaching
knowledge, skills, and experiences. This realization has been identified and partially
addressed by the New Jersey State Board of Education when in 2014 newly adopted
regulations required a 3.0 Grade Point Average (GPA) to enter into a teacher preparation
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program and a 2.75 GPA requirement to apply for and receive certification upon program
completion (New Jersey Department of Education, 2015).
Due to these realities, it is evident that some new teachers struggle in various
aspects of teaching that have been traditionally learned through trial and error. A
haphazard approach of learning for new educators leads to job frustration and impacts the
quality of instruction, which does not benefit students. The high attrition rates are a
calling to districts to move away from operating under the ideologies of “sink or swim”
(Darling-Hammond, 1996) or “baptism by fire” for its newest members and instead move
towards developing and implementing induction programs that achieve the goal of
adequately preparing and retaining its new teachers and providing pre-service teacher
preparation coupled with ongoing professional development to address identified needs.
Often existing teacher professional development consists of one-shot workshops,
which result in inadequate preparation and limited opportunities to enhance knowledge
and skills over the course of a career (Darling-Hammond, 2005). An induction
framework should extend beyond the first year of teaching and provide teaching
professionals varied levels, types, and number of exposures to learning experiences. As a
result, provisional teachers are exposed to a broad resource network not previously part
of most state mentoring systems. Teachers participating in a comprehensive induction
program are empowered through the provision of learning opportunities that extend
knowledge and contribute to the betterment of colleagues.
Through mentoring programs instituted by the state, new teachers are provided a
mentor teacher through their district, but a specific program of how to mentor is not
delineated (Wang & Fulton, 2012). The result is an uneven form of guidance limited due
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to a lack of mentor’ training and reliant on mentoring that is influenced by each mentor’s
individual knowledge, skills, and experiences. The existing approach is not as
encompassing as an induction program that provides various components beyond simple
mentoring.
As professional needs of new teachers are met, a high level of satisfaction in the
working environment and profession and will experienced and result in a continuation of
employment (Johnson & Birkeland, 2003). The decrease in mobility of new teaching
staff will result in a growing understanding of instructional practices and a stability of the
district’s teaching team, which will positively impact student, building, and district
performance (Guin, 2004). By providing professional development as an additional
component of an induction program, the novice teacher will be further supported as
instructional practices are honed and knowledge and skills are expanded.
Teacher Attrition
Teacher attrition rates have increased by approximately one-third in the past two
decades, resulting in an increase of beginner teachers in education, a group that is less
likely to remain in the profession (Ingersoll, 2012). The problem is exacerbated in the
special education arena. It is easy to determine the impact the problem will have on some
of the most academically struggling students in the nation’s schools when comparing
general teacher turnover of 14% to 15% annually to the beginning special education
teacher turnover rate of close to 40% that will leave within their first five years (Marshall
et al, 2013).
Schön (1983) posits that situations encountered in teaching practice are complex
and uncertain. The isolation of teachers in their classrooms works against reflection-in31

action; a process of thinking about what is happening as action is taking place. The
struggles experienced by new teachers in transitioning the knowledge gained from
college coursework into the realities of teaching can result in shock and paralysis
(Corcoran, 1981). The effort to retain teachers by limiting isolation has been
spearheaded through the improved participation in formal induction programs. The
efforts have resulted in a doubling of teacher induction program participation as
evidenced by the increased rates to 80% by the 1999-2000 school year (Smith &
Ingersoll, 2004) and 91% by 2008 (Ingersoll, 2012).
Billingslevy’s (2004) critical analysis of the research literature on teacher
retention and attrition identified four major themes that contribute to attrition: teacher
characteristics and personal factors, teacher qualifications, work environments, and
teacher reactions to work. In a similar study, Cochran-Smith (2004) identified additional
attrition reasons being due to low salaries, student discipline, lack of support, and little
opportunity to participate in decision-making. Richard Ingersoll (2003), using data from
the Schools and Staffing Survey and its supplement, the Teacher Follow-up Survey
conducted by the National Center for Education Statistics, found that the most significant
reasons teachers were dissatisfied and chose to leave their positions were due to poor
salaries, poor administrative support, student discipline problems, poor student
motivation, and lack of faculty influence and autonomy. These findings show that when
teachers experienced a lack of control in and disconnection from the working
environment, they will become dissatisfied in their career.
Although the Billingslevy (2004), Cochran-Smith (2004), Shen (1997), Olsen and
Anderson (2007), and Ingersoll’s (2003) findings appear to differ from each other to a
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degree, common threads can be identified. Concerns about low salaries, lack of support,
and opportunities to influence and participate in decision-making are shared by all five
research groups. Although teacher salaries are subject to local financial resources, other
areas can be targeted in an effort to address teacher attrition. Schools and districts can
improve the work environment by providing teachers needed supports in instruction,
student-interaction, and classroom management, while increasing knowledge pertaining
to effective instructional practices. By doing so, teachers will be prepared to teach,
which will result in higher satisfaction levels and positively influence teacher attrition
rates. Such preparation requires districts to ensure they are providing ample training in
targeted identified areas of need, particularly through an induction system that delivers
support and empowerment of teachers.
Teacher Retention
Since teachers have been identified as the single most important factor that
influence student achievement, the retention of quality teachers should be a primary focus
for schools (Darling-Hammond, 2000; Rivkin, Hanushek, & Kain, 2005; Sanders,
Wright, & Horn, 1997). Teacher retention is a struggle being experienced by school
districts across the nation. In order to better understand the factors that drive teachers
from the classroom, a review of what entices teachers to stay in a teaching position,
school district, and school community is vital to gaining needed insights to appropriately
address the retention issue.
Olsen and Anderson (2007) studied new teachers in urban education and found
that new teachers remain in schools and districts if they have the opportunity to adopt
multiple educational roles within and outside the classroom and receive professional
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support during the whole of their careers, not just during their initial induction into the
profession (Tournaki, Lyublinskaya, & Carolan, 2011). These findings demonstrate the
importance that should be placed on empowering teachers and providing professional
support throughout teacher careers.
Through the use of discriminant function analysis, a statistical analysis that is
useful in determining whether a set of variables are effective in predicting membership in
a category, Shen’s (1997) study, using data gathered from the School and Staffing Survey
and the Teacher Follow-up Survey, focused on factors that improved career longevity
within teaching. The analysis found that stayers in the profession could be distinguished
by personal characteristics, school characteristics, and perception of school and
profession-related issues including policy, career ladder opportunities, empowerment of
teachers, providing teacher incentives for working with disadvantaged students, and
utilization of a multiple perspective approach to retention and attrition.
The complexity of teacher needs that lead to teacher professional growth and
retention are further supported by the findings of Berhrstock-Sherratt, Bassett, Olson, and
Jacques (2014) when they surveyed National and State Teachers of the Year on their
rankings of experiences that developed their effectiveness as teachers. The findings
identified the most important experiences and supports were access to a mentor,
collaboration with colleagues, common planning time, professional learning
communities, self-developed professional growth plan, self-reflection opportunities,
access to a supportive principal, placement that aligned to their talent, training, and
certification.
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The issue of teacher retention is complex and influenced by multiple factors that
do not only affect individuals new to the profession, but also impact teachers throughout
their careers (Shen, 1997; Olsen & Anderson, 2007; Berhrstock-Sherratt et al., 2014).
Since the issue is complex, an effective approach considers teacher needs as a primary
component of any implemented plan. The intended outcome of the implemented
approach is to improve teacher retention through the improvement of teacher satisfaction
levels.
The findings have implications for teacher education programs, school
administration teams, and public policy development, all of which are concerned with the
quality of schooling (Chapman & Green, 1986). Quality schooling and stability of the
teaching staff within districts positively impact student learning (Guin, 2004), whereas
teacher mobility negatively impacts the education of students resulting in inadequate
school performance (Ingersoll, 2003). These findings demonstrate the imperative nature
of reducing teacher attrition by satisfying teacher needs through the implementation of a
multi-faceted induction program that will meet the diverse needs of the school or
district’s teacher community.
Conclusion
The high turnover rate of teachers in their first years of teaching is an indicator
that the field of education is not adequately supporting high-quality teaching especially
for the newest members. The lack of adequate support leads to teacher dissatisfaction, a
high rate of teacher turnover, and a revolving door effect in our nation’s schools.
Educational institutions need to focus on teacher satisfaction, induction, professional
development, teacher preparation, attrition, and teacher retention. Each of these six areas
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is linked to the others. An induction program that assesses each novice teacher’s
preparation for the task of teaching and the individual teacher’s areas of need, can
develop and implement an induction program that provides targeted professional
development so that job satisfaction is experienced, which has the potential to result in a
desire to remain and grow in the teaching profession and yielding lower attrition and
higher retention rates.
It is vital to identify and provide supports for the needs of novice teachers so they
are adequately prepared for the challenges of teaching and become satisfied teaching
profession members. A differentiated induction program that provides supports tailored
to individual teacher needs can further develop a novice teacher’s knowledge and skills.
Additionally, a multi-year induction program can provide induction activities that change
as the individual teacher evolves in their instructional practices and individual
professional needs (Bartlett & Johnson, 2010). As evidenced by this study, induction
activities that have demonstrated positive impacts on novice teachers and should be part
of an induction program include mentoring, a buddy system, orientations, dialogue
sessions between colleagues, forming a network of teachers as learners, workshops,
support by principals and administrators, and a system-wide commitment to developing
teachers. As teachers become more experienced, their knowledge and skills expand
developing them into educators that are better equipped at meeting the educational needs
of the student population.
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Chapter 3
Methodology
The purpose of the mixed methods pilot study, which used qualitative interview
data and qualitative survey data, was to investigate the impact of providing a multifaceted set of induction activities tailored to the individual teacher’s needs of new
preschool to 12th grade teachers in their first four years of teaching. There were four
research questions as the central focus of the pilot study. How can an individualized
targeted multi-faceted induction program for teachers in the first to fourth year of
teaching prepare individuals for the responsibilities of teaching? From the perspective of
mentors, principals, and teachers in their first to fourth year of teaching, how have
induction opportunities addressed identified areas of need? Which instructional areas
does a differentiated multi-faceted induction program positively impact for teachers in
their first to fourth year of teaching? To what extent has the multi-faceted induction
program provided opportunities for mentoring, collaboration, professional development,
and reflection? In order to gather and analyze data to answer the research questions,
twenty-four novice teachers, five mentors, and five principals participated in interviews
and the same twenty-four teachers participated in three different surveys.
Rationale and Assumptions
The rationale for selecting a mixed methods approach in the study was due to a
desire to gather perceptions from new teachers, mentors, and building administrators in
an effort to gauge if teachers are being properly equipped to teach. The mixed methods
approach provided insights into the quality and meaningfulness of provided induction
opportunities. The study method was conducive to the environment already in existence
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in the district, which fostered a community of learners where participants collaborated to
gain a better understanding of topics of focus.
Interviews provided first-hand knowledge of the problem under study from the
perspective of novice teachers, mentors, and building administrators. Interviews provide
an avenue to explore participant experiences and opinions. Through the use of
interviews, the researcher would have opportunities to seek further clarification of
provided responses, as well.
The various surveys included in the study provided the researcher with data on
participants’ satisfaction levels with each existing induction activity and ascertain stress
levels of participants. One survey was created based on interview data, which allowed
participants the opportunity to rate suggested new induction activities.
In a mixed methods study, qualitative and quantitative data sets could be analyzed
separately first and then compared to one another in an effort to analyze the impact of
individualized induction activities and their impact individually and when combined.
Furthermore, through the use of interviews, surveys, and participants from different roles
and years of experience, triangulation of gathered data could be conducted and verified
against one another to form a richer picture based on contributions from the varied
individual participants.
The high attrition rates being experienced in the field of education and
specifically in Centerville Public Schools are the result of a lack of providing adequate
new teacher induction supports, which contribute to inadequate teacher preparation and
job satisfaction. As the researcher, I assumed that teacher satisfaction levels were
positively impacted through the providing of a multi-faceted induction approach. The
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assumption was based on the belief that by providing induction activities tailored to
individual needs, high satisfaction levels would be realized due to participants
experiencing a positive impact on their knowledge, skills, and instructional practices. As
participants experience satisfaction in their career choice, attrition rates would decrease.
As a result of teachers being more likely to remain in the profession and improve their
knowledge, skills, and instructional practices, improved student academic achievement
would be realized.
Strategy of Inquiry
A mixed methods design is best when the qualitative and quantitative data by
itself is not adequate in understanding an identified problem (Creswell, 2014). Therefore,
for this study, a convergent mixed methods research design had been selected. In a
convergent mixed methods design, the databases are analyzed separately and then
brought together using a side-by-side comparison (Creswell, 2014). The process
involved collecting qualitative and quantitative data during the cycles of the research
process and integrating the information in the interpretation of the overall results during
the analysis stage, (Creswell, 2014). A mixed methods study uses qualitative data, which
tend to be open-ended and does not have predetermined responses, along with
quantitative data, which are from closed-ended responses derived from questionnaires or
psychological instruments (Creswell, 2014). The open-ended responses were collected
from participant interviews. The closed-ended responses came from multiple surveys of
new teachers. The qualitative data analysis argues from a set of data to a general theme
(Teddlie & Tashakkori, 2009). The qualitative data analysis involved aggregating the
data into a smaller number of themes (Creswell, 2013). The analysis was based on
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addressing the research questions. The qualitative and quantitative data were analyzed
separately first, and then at the end of each cycle. Mixing of the results occurred by first
conducting a side-by-side comparison of the qualitative and quantitative data sets. The
comparison was followed by an interpretation step, which involved stepping back and
taking their meaning in relationship to the research problem and then a presentation of the
findings (Creswell & Plano Clark, 2011).
An approach modeled after action research was selected because of its systematic
approach to investigating and finding effective solutions to a problem confronted in
everyday life (Stringer, 2014). Action research is an appropriate method when the desire
is to improve an individual or organization’s performance, especially for teachers’
seeking to improve teaching practices (Hien, 2009). Furthermore, such an approach
conducted enquiry with people, rather than research on people (Altrichter, Kemmis,
McTaggart, & Zuber-Skerritt, 2002). The cyclical, investigative, and collaborative
approach enabled people to understand and address the identified phenomena through the
designing of more effective solutions than those currently in use (Stringer, 2014). The
research study focused on the impact of providing targeted multi-faceted induction
activities for participating new teachers in the district with the objective of building a
body of knowledge that enhanced instructional practices for teachers new to the
profession within the school (Stringer, 2014).
The research study went through four stages per cycle: collect, reflect, plan, and
act (Figure 2). During the study, the four-stage cycle process was experienced a total of
three times. The data collected was analyzed using first cycle coding, Descriptive
Coding, and second cycle coding, Pattern Coding (Saldana, 2013). In order to determine
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the influence of the provided multi-faceted induction program, each four-stage cycle
began with collecting information through interviews with participating new teachers,
mentors, and principals and was followed by surveys and open group discussion meetings
between new teachers and separate sessions with mentors. Following the collection
stage, reflection occurred to determine the meaning of the outcomes from implemented
practices. During the third stage, a plan of action was developed to bring about a desired
change due the implementation of the developed study plan. The final stage of the cycle,
action, was achieved through the implementation of the plan. The stages were repeated
for each subsequent cycle within the study.

Figure 2. Action research cycles. Adapted from Stringer, E.T. (2014). Action Research.
Thousand Oaks, CA: Sage.

Stage 1: Collect
New teacher participants within the study engaged in face-to-face standardized
open-ended interviews and surveys in order to delve into experiences with induction
activities and their ability to meet personal and professional needs using the provided
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differentiated learning opportunities. A standardized open-ended interview consists of
having fixed questions that are asked of all participants in a particular order, but affords
participants to answer freely (Rossman & Rallis, 2012; Creswell & Plano Clark, 2011).
The formal interview consists of a list of questions covered in a particular order, but
where the interviewer, when he or she feels it is appropriate, are able to follow
conversation trajectories that may stray from the initially created set of questions.
An initial set of surveys were distributed to participating new teachers in order to
determine satisfaction levels pertaining to their general experience in the assigned
position and with colleagues, administrative support, and stress. The Stress in General,
Job Descriptive Index, and Job in General surveys are three surveys that are administered
together at the same time. Together, the surveys provide the researcher information
pertaining to participants’ ratings of core elements of job satisfaction: people on the job,
job in general, work, pay, opportunities for promotion, supervision, and stress at work.
Stage 2: Reflect
The data from the interviews and surveys formulated an understanding of
participant experiences with the varied induction activities and resulting level of
satisfaction. A review of the compiled data provided insight into associated
shortcomings and benefits of the individual induction components and their impact on
supporting new teachers in their teaching assignments.
Stage 3: Plan
New teacher participants were provided an overview of the induction
opportunities and the objective of the program, which is to meet individual professional
needs of new teachers and foster high levels of satisfaction with being prepared for their
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career choice. Based on reflection of collected data sets, modifications to existing
induction opportunities were made during each cycle of the study.
Stage 4: Act
Participants were provided detailed explanations of the induction components and
oriented into how to access and use each opportunity. Teacher encountered access issues
were addressed during this stage.
The study was considered complete after it was determined by participants that
their needs of being prepared to teach were being addressed through the provided
induction activities. Therefore, the study did not have a predetermined number of cycles
that must be run in order for the study to be deemed complete, rather, the participant data
sets were the gauge used to make the determination.
Participants & Setting
Sampling Method
The sampling was purposive sampling due to desiring a collection of participants
in their first four years of teaching. The population sample was a mixture of 24 new
elementary, middle, and high school teachers in their first through fourth year of
teaching. The population was small, but expanded the years of experience and was
representative of the district schools, which span preschool to twelfth grade. The mentors
of eligible new teachers along with four building principals were included in the study, as
well.
Description of Setting
The study took place in Centerville Public Schools, a suburban public school
system. The PreK-12 school district educates approximately 2,530 students. Centerville
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High School is comprised of a student body blended from students from Centerville and a
neighboring township. Centerville is racially diverse and of a lower socio-economic
status, while the neighboring township is predominantly White with students coming
from more affluent families. Centerville’s PreK-8 student population is comprised of
40% low-income students, 4% English Language Learners, 17% students with
disabilities, 36% Hispanic, 36% White, 16% Black, and 12% Asian. The high school
student population is comprised of 15% low-income students, 2% English Language
Learners, 12% students with disabilities, 15% Hispanic, 69% White, 8% Black, and 7%
Asian.
Data Collection
The study used a convergent mixed methods research design comprised of
interview and survey data sets. In a convergent mixed methods design, the databases are
analyzed separately and then brought together using a side-by-side comparison (Creswell,
2014). The study started with developing codes and themes from the qualitative
interview data. All quantitative data was collected and analyzed. After the qualitative
and quantitative data sets were analyzed separately, the researcher compared the
qualitative findings to the quantitative results.
The data collection began with in-person one-on-one interviews with teacher
participants. The rationale for using interviews with new teachers was due to their firsthand knowledge of the problem under study and exploration of the participants’
experiences and opinions from a perspective other than the researchers (Rubin & Rubin,
2012). The interviews lasted 35-60 minutes each with the interview questions divided
into subsections: preservice experiences, strengths and areas of growth, benefits of
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induction activities, and overall induction experiences. Interviews with mentors and
principals followed the teacher interviews. The participants had the opportunity to
provide as much or little detail, as desired. As the researcher heard participant responses,
he periodically summarized and reflected on what was being heard so as to assist in
interpreting meaning (Miles et al., 2014). During each succeeding round of interviews
with the participants, questions about preservice experiences were not included due to the
previously provided information not changing as a result of currently provided induction
activities. Furthermore, based on responses during the interview, the researcher asked
additional questions that sought further clarification of provided responses. All
interviews were recorded and transcribed. In order to ensure validity and reliability of
the collected data, the transcripts were shared with each participant so he/she could
review and confirm the transcriptions and provide clarifications of points made during the
interview. Interviews were coded using first and second cycle coding (Saldana, 2013).
After coding, themes were shared with participants along with data and interpretations to
ensure validity of interpretation.
Following the interviews, each teacher participant completed a researcher-created
Induction Benefit survey. The purpose of the survey was to gather quantitative data on
participants’ ratings of each induction activity the district provided to teachers in their
first four years of employment in the district. The survey was administered digitally
through an electronic form. The responses were automatically stored in a spreadsheet file.
Survey respondents were given two weeks to provide responses.
The Induction Benefit survey was followed by The Job Descriptive Index
including The Job in General Scale and Stress in General Scale Surveys. These surveys
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maintained by Bowling Green University, although three separate surveys, are designed
to be administered together. As a result, the surveys were administered as one digital
survey with all input data automatically collected and populated into a spreadsheet.
At the conclusion of the study, the final data collection was through the Proposed
Induction Activities survey, which was a researcher-created survey based on suggestions
for additional induction activities provided by participants during interviews. The survey
provided the opportunity to rate newly proposed induction activities for consideration as
beneficial additions to the induction activities.
Instruments
Instrumentation is the specific method selected for collecting data during a
research study (Miles, Huberman, & Saldana, 2014). This research study used interviews
and surveys, both publicly available and researcher-created, as the methods of research
data collection.
Interviews
The interviews consisted of 15 questions designed to delve into the participants’
preparation for teaching in their own classroom, identification of strengths and areas of
need within knowledge and skills, and benefits received from induction activities
(Appendix D). These areas of focus were selected as a means to gather data along the
preparation and experience continuum from participating novice teachers. This was
achieved through the design of the interview questions by first ascertaining the
foundational knowledge and experiences of each participating teacher prior to starting
their career in teaching. The second and third focuses consisted of participants’ personal
identification of strengths and areas of growth and administrations’ and mentors’
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identified areas of strength or growth in regards to the participant. The fourth focus was
on the induction activities, benefits and lack of benefits of experienced induction
activities, and the awareness of the participant to the availability of each. The final focus
of the interview questions was on the participant’s overall induction experience and the
degree to which it met needs of a teacher in their first to fourth year of teaching.
Furthermore, the questions were based on the belief that providing induction
activities tailored to individual needs would instill in participants the knowledge and
skills needed to be comfortable in the job, which would lead to job satisfaction. This was
accomplished through the use of standardized open-ended interviews. Standardized
open-ended interviews are comprised of pre-determined interview questions that are
asked of all participants in a specific order (Teddlie & Tashakkori, 2009). The interviews
provided the researcher with opportunities to ask interviewees for explanations of vague
answers and opportunities for the participant being interviewed to seek clarification of
unclear posed questions.
A pilot version of the standardized open-ended interview questions was provided
to non-participating novice teachers, mentors, and administrators in order to receive
feedback on included questions and to practice collecting, organizing, and analyzing the
output data. A pilot study is a small-scale trial of the proposed procedures, questions, or
surveys with a purpose of detecting any problems so that they can be remedied before the
actual study is carried out, which adds to the validity and reliability of the instrument
(Fraenkel, Wallen, & Hyun, 2015). In conjunction with the pilot interview questions,
pilot participants were provided the study’s research questions in order to gauge the
ability of the interview questions to provide evidence in answering the research
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questions. A pilot of the interview questions validated the effectiveness and value of the
interview instrument.
As a result of provided feedback, two of the qualitative sub-research questions
were combined into one. Additionally, the pilot provided the researcher with knowledge
of what to expect during the interview process within the study and to adjust expected
interview session times to 35-60 minutes.
Surveys
Surveys are usually self-administered questionnaires or interviews and are used to
collect information from and about people to describe, compare, or explain their
knowledge, feelings, values, and behavior (Fink, 2013). The study included surveys,
which are available in the public domain: Stress in General and Job Descriptive Index
including The Job in General Scale. The three are separate surveys, but are designed to
be administered together at the same time. The researcher received written permission
from Bowling Green University to use the surveys for this study. The Job Descriptive
Index’s family of scales is the result of research started more than 50 years ago initially
by Cornell University and then continued at Bowling Green University with the designed
intent of measuring people’s work satisfaction, which could be used to predict job
attrition. The survey has been updated three times since its creation: 1985, 1997, and
2008. The purpose of the survey of new teacher participants was to measure job
satisfaction using the tool’s five facets: work on present job, present pay, promotion
opportunities, supervision, and coworkers. Each of these five facets has a direct
connection to factors that researchers have identified as impacting attrition of new
teachers (Ingersoll, 2001; Olsen & Anderson, 2007; Billingslevy, 2004; Cochran-Smith,
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2004; Shen, 1997; Chapman & Green, 1986; Darling-Hammond et al., 2009; Ingersoll &
Kralik, 2004; Ingersoll & Strong, 2011; Behrstock-Sherratt et al., 2014).
The Job Descriptive Index including The Job in General Scale and Stress in
General Scale Surveys were voluntarily completed by participating teachers at the
conclusion of the study. The collected data provided aspects of the job that were meeting
the respondent’s needs and based upon those needs not being met predicted turnover
outcomes. The surveys were constructed using the “Yes”, “No”, and “Cannot Decide”
scale and were disseminated to participants electronically. The rationale for using the
survey as a data collection tool was the ease of administration, familiarity with surveys
by respondents, and expected high rate of return of responses (Fink, 2013).
A researcher-created Induction Benefit survey was administered to participating
new teachers. The survey’s listed 16 induction activities were identified based on the
induction activities provided by the districts to novice teachers. The survey required
participants to rate the benefit level for each of the induction activities. The survey used
a four-point scale: (1) Not Beneficial, (2) Somewhat Beneficial, (3) Beneficial, and (4)
Very Beneficial. The survey was provided digitally with all participant responses
collected into a spreadsheet.
The Proposed Induction Activities survey was researcher-created and developed
as a result of suggestions provided by participants during interviews identifying potential
additional induction activities to be added to the program. The survey listed 18 proposed
induction activities and required participants to rate the benefit level of each induction
activity on a four-point scale: (1) Not Beneficial, (2) Somewhat Beneficial, (3)
Beneficial, and (4) Very Beneficial.
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Data Analysis
The data analysis section will focus on two areas: data management and analysis
strategies. Data management will identify the data collected and the process used to
share and store the collected data. The analysis strategies section will describe how the
interview data went through first and second cycle coding. Additionally, the section will
focus on the survey data and the averaging of data sets and regression analysis conducted
to estimate the relationships among the variables.
Data Management
The data elements from the research included interview recordings and
transcripts, survey data, Centerville attrition data, anecdotal notes, and records of the
data collection process used. The surveys were anonymous and did not contain
identifying information other than demographic information pertaining to building
assignment and years within the district. The interview transcripts contained the
interviewee’s assigned non-identifying number and possibly names of staff members,
professional development workshop presenters, mentors, or administrators if brought
forth by the interviewee during the interview.
All interview data was shared with the interviewees to ensure the data collection
was valid, precise, and honest. All data was stored securely in a locked safe in which the
researcher was the only individual with a key in an effort to keep the records safe from
tampering or falsification by others, but accessible so the researcher could make changes,
additions, and share with participants to ensure accuracy, as needed. Any errors were
marked, but not erased.
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Analysis Strategies
The first cycle coding method selected was Descriptive Coding (Saldana, 2013).
In descriptive coding, the researcher assigns labels to data to summarize the basic topic of
a passage in a word or short phrase, which provides categories that can be indexed and
categorized. The rationale for using this coding method was to capture the topic of each
of the passages making it easier to conduct later comparisons between elements within
and across interviews. Descriptive Coding enabled the researcher to remain more
objective by making the interview content more concrete. The chosen coding method
enabled the researcher to break the content down to more tangible elements.
The second cycle coding method selected was Pattern Coding (Saldana, 2013). In
pattern coding, the researcher identifies similarly coded data. The data is organized into
sets, themes, or constructs and assigns meaning to the each selected set. The rationale for
using this coding method was to identify emergent major themes based upon the
multitude of codes from the first cycle coding. This was important in improving the
focus of the data on the posed research questions. Since the individuals being
interviewed hold different positions within the school, this method enabled the researcher
to ascertain patterns between each of those interviewed.
The survey data from the Job Descriptive Index including the Job in General
Scale and the Stress in General Scale were created in a computer syntax file that works
with the Statistical Package for the Social Sciences (SPSS) predictive analytic software
program through a service offered by Bowling Green State University. The data was recoded, a report for respondents was generated, and summary reports were produced
describing the provided sample.
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The Induction Benefits and Proposed Induction Activities surveys each used a one
to four-point scale rating of the benefit received or expected to be received from each
induction activity. For the Inductions Benefits survey, the respondents’ ratings were
averaged for each induction activity. The collected data for each induction activity was
used in conjunction with the JDI/JIG data for regression analysis
For the Proposed Induction Activities survey, the respondents’ ratings were
averaged for each proposed induction activity and the activities were ordered from the
activity deemed the most beneficial to the least beneficial.
Trustworthiness & Validity
The researcher checked for accuracy and validity in the study through the use of
specific procedures and through the use of a consistent research approach. The validity
strategies that were utilized involved triangulation of data from multiple participants
before identifying themes. Once major findings were determined, the themes were
brought back to participants to determine if the participants felt the identified themes
were accurate. When conveying findings, rich, thick descriptions were developed so that
the results were realistic and richer (Creswell, 2014).
During the participant selection process, the researcher ensured there were
participants representative of elementary, middle, and high school and spanned one
through four years in experience. Although this was not experienced during the study,
there was concern that participants could have dropped out of the study at any time and
led to a participant group that was not representative of the entire Preschool to 12th grade
continuum. In an effort to improve internal validity, eight new teachers from each
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building of varying experience levels were selected for the study. All participants
remained for the duration of the study.
Reliability was achieved by creating an audit trail, coding and recoding, and peer
examination. The audit trail started with a detailed recording of used methods and
procedures so that other researchers desiring to replicate the process would be able to do
so. The audit trail entailed storage of all recordings, transcriptions, surveys, and draft
interpretations in a location that could be accessed by external reviewers with permission
of the researcher. During the interpretation phase of the study, interpretations were
shared with family, friends, colleagues, and outside readers in an effort to determine the
honesty of interpretations (Krathwohl & Smith, 2005).
Although bias can enter the research design process due to the researcher and/or
participants, the researcher was cognizant of potential preconceptions about the subject.
The researcher fully informed participants of the purpose of the study, any benefits or
potential risks participants may experience, and stressed the importance of full
participation in the study.
This was a research study with the focus of providing a solution to a local
problem. Therefore, external validity, or generalizability, was not the primary goal of the
research. However, participants were selected from elementary, middle, and high school
and varied in years of employment with the district from one to four years so that if
participants dropped out of the study, representation of the different participant groups
would still remain and generalizations to the larger education field could be made.
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Role of the Researcher
The researcher’s existing administrative position in the district made the data
collection process less complex due to knowledge of the district policies and procedures
and an understanding of teacher and administrative time availability that was able to be
devoted to participation in the study. Due to the nature of the researcher’s position within
the district and the researcher’s role in the district’s implemented mentoring and
induction process, his involvement in the study of new teacher satisfaction was
reasonable and was readily accepted by participants.
In order to ensure participants did not feel coerced to participate in the study, the
researcher implemented a multi-step information and review process. The participants
were informed of the study through an informational e-mail. One-on-one meetings with
the recipients that expressed an interest in being involved were arranged. In an effort to
overcome any sense of coercion, the teacher Association grievance chairs were invited to
be part of the in-person participant-researcher meetings. The details of the study were
reviewed and all consent forms were provided during the meetings. A follow-up inperson meeting was held with each participant that completed the consent forms to
reiterate that involvement would not positively or negatively affect their position with the
district and would not influence the researcher in any way. Furthermore, the researcher
reiterated the right of the participants to leave the study at any time without needing to
provide a reason.
Ethical Considerations
The researcher followed all IRB mandates of Rowan University and Centerville
Public Schools. Study participants were not required to join the action research study.
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Rather, participation was on a voluntary basis. The participants electing to be involved in
the study were provided informed consent with the ability to leave the study at any time
without needing to provide a reason. Participants under the age of 18 were not included
or permitted to be part of the study.
Limitations
Since the study did not include new teachers from every grade level and subject
area at each of the four years of experience, the findings may be limited and will not be
able to be applicable to all grade and experience levels. However, the participant
selection was representative of the continuum of the preschool to 12th grade teachers and
four-year span of experiences.
Impact limitation is when a study has a strong design, collection, and analysis of
statistics, but may be impacted by regional factors, being too population specific, or being
only helpful in adding to findings. Therefore, the study may suffer from impact
limitations, since new teacher induction opportunities and needs vary from district to
district and are affected by district location, socio-economic environment, and available
resources. For example, a district that does not has a one-to-one technology environment
will not be able to provide the same technology enhanced induction resources that a
district with a one-to-one device structure and associated training. However, for districts
similar to Centerville Public Schools, the findings are applicable and the procedures used
for the study would be able to be duplicated in another school environment to determine
the impact of results specific to that location.
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Conclusions
The convergent mixed methods research study detailed in this dissertation was
focused on the issue of preparing new teachers in their first to fourth year of employment
with the Centerville Public School District by providing an induction program using
differentiated multi-faceted induction activities. When reviewing the literature pertaining
to attrition rates of new teachers across the nation, the current 30% attrition rate is of
serious concern. Completed studies have identified personal and professional satisfaction
levels of new teachers as being a key reason why teachers decide to remain in their
current position and profession. Furthermore, a review of the literature reveals that
induction programs implemented in districts have a powerful impact on teacher personal
and professional preparation and satisfaction. Examinations of induction approaches
being used by schools indicate that the number of offered induction components vary
from building to building and district to district, but mentoring, the most significant
contributor to induction, is present in most districts due to state policy requirements albeit
with varying levels of mentor preparation training and expectations. The most significant
positive impact on new teacher satisfaction has been found when multiple components
are part of a school or district’s induction program (Smith & Ingersoll, 2004).
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Chapter 4
Findings
This chapter presents the findings of the study by beginning with a brief review of
the purpose of the study and the research questions to be answered. The chapter provides
the data that was triangulated to more clearly support answers to the research questions.
First, the setting of the study and a description of the participants will be reviewed.
Secondly, the data collection process will be detailed. Next, the analysis of all qualitative
and quantitative collected data will be presented along with a statement as to how the
research questions were answered. Finally, evidence of trustworthiness will be included
followed by a summary of the answers to each research question.
Across the nation, teacher retention has been an area of concern for decades
(Ingersoll & Kralik, 2004). Centerville Public School District has experienced attrition of
teachers in their first through fourth year of teaching at rates higher than the 30% found
in recent studies by Gray and Taie (2015) and Marshall et al. (2013). The existing system
of supporting teachers that are new to the profession with only mentoring is not achieving
the desired outcome of producing skilled teachers that remain in the profession.
So, in an effort to address teacher retention, Centerville Public School District has
developed and implemented a multi-faceted individualized set of induction activities,
which were significantly more extensive than the traditional single induction support of
mentoring provided to new teachers in other districts. The purpose of the mixed methods
research study was to determine if the induction program prepared and supported novice
preschool to 12th grade teachers for the task of teaching.
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This study explored the relationship between the use of differentiated multifaceted induction activities and their impact on new teacher instructional practices and
job satisfaction. The mixed methods research study was guided by the main research
question, “How can an individualized targeted multi-faceted induction program for
teachers in the first to fourth year of teaching prepare individuals for the responsibilities
of teaching?” In addition, the study sought to answer one qualitative and two quantitative
sub-research questions: (1) From the perspective of mentors and principals and teachers
in their first to fourth year of teaching, how have induction opportunities addressed
identified areas of need? (2) Which instructional areas does a differentiated multi-faceted
induction program positively impact for teachers in their first to fourth year of teaching?
(3) To what extent has the multi-faceted induction program provided opportunities for
mentoring, collaboration, professional development, and reflection?
Participant Sample and Setting
Centerville Public Schools is located in a racially diverse suburb with residents of
low to moderate income. Centerville is a 2.3 square mile town populated by 12,000
people. The demographics of the elementary and middle schools are 35% White, 36%
Hispanic, 11% Black, 12% Asian, 5% two or more races, and 1% other. A more affluent
and predominantly White neighboring town has a high school send-receive relationship
with Centerville. As a result, the high school demographics are 66.5% White, 17%
Hispanic, 8% Asian, 7.5% Black, 1% two or more races and other. The district serves
approximately 2,400 students in three buildings: elementary, middle, and high school.
The district staff is comprised of 63% tenured and 37% non-tenured. Of the nontenured, 31% are in year one, 25% are in year two, 29% are in year three, and 15% are in
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year four. A review of the placement of non-tenured teachers in the district reveals 39%
are from the elementary school, 21% from the middle school, and 40% from the high
school. The gender composition of non-tenured teachers is 32% male and 68% female.
Study participants were recruited from the district’s non-tenured pool of teachers.
The recruitment process included providing all potential study participants with the
criteria to be considered for inclusion in the study. Furthermore, potential participants
were provided a description of the study, ability to leave the study at any time without
question or retribution, and expected time requirements for those eligible and selected to
be part of the study. All potentially eligible teachers were initially provided the
information via a survey where each could reply if they were interested in potentially
being a participant or not. A one-on-one conference was arranged and provided to each
of the eligible teachers that expressed interest. At the conference, each was provided the
consent forms along with associated explanations. Eligible participants were allotted a
two-week window to return signed forms if they remained interested in participating in
the study. The same process was implemented for potential mentor and administrator
participants. The requirement for mentors and administrators were that they were tenured
and mentored or supervised a teacher in their first four years with the district.
The study included 24 teacher participants in their first four years within the
Centerville Public School District. Of the 24 teachers, there were six first year teachers,
six second year teachers, six third year teachers, and six fourth year teachers. The
participating teachers spanned grades preschool to twelfth grade. There were eight
participating elementary school teachers, seven middle school teachers, seven high school
teachers, and two teachers had districtwide assignments, which required them to teach in
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all three buildings. Of the 24 participating teachers in the study, four were male and 20
were female teachers in their first four years of teaching. Two females and three male
administrators participated in the study, as well as, four females and one male mentor.
Confidentiality of participant selection was achieved through recruitment via email. Expressed interest was collected in a spreadsheet that was only accessible by the
researcher. After a participant agreed to be a part of the study, they were provided
consent forms, which after being signed were locked in a safe that only the researcher had
access. Each participant was assigned a six-digit number in place of their name. The
name and six-digit number assignment was recorded and locked in the safe that only the
researcher had access and was a number that only the researcher knew. All subsequent
documents were only identified by use of the six-digit number. During interviews, when
names of staff members were used by participants, a replacement pseudonym was used
instead in order to protect the privacy of all involved and named during the study. When
conducting interviews, the location was at the discretion of the participant with guidance
by the researcher to ensure the most private location possible so as to not be disturbed or
identified as being part of the study.
The study took place in Centerville Public Schools and included teachers in their
first four years of teaching, mentors, and administrators as participants. Each teacher,
mentor, and administrator participant engaged in interviews as scheduled and in a
location of their choice within their school building. All surveys were administered
digitally created through a Google Form and distributed via e-mail. All participants who
initially agreed to be part of the study were retained throughout the study until its
completion.
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During one teacher interview, a fire alarm interrupted the interview session, but
resumed ten minutes later without further interruptions. The first digital survey of
teachers required a follow up e-mail reminder in order to encourage all participants to
respond. As a result, all participants responded. Additional surveys did not require
reminders since all participants responded in a timely manner. The participants
responded to all posed survey questions in every survey administered. Participants were
not identified as having been influenced by any internal or external factors in their
participation or responses.
Data Collection
The researcher collected data from participant interviews, job satisfaction surveys,
induction benefit survey, and proposed induction activities survey. The data was used to
gain insights into the effects of providing teachers in their first to fourth year of teaching
in Centerville Public Schools with a multi-faceted induction experience tailored to
individual needs. In order to understand the impact of a multi-faceted induction program
on teacher preparation, practice, knowledge, skills, and satisfaction, a combination of
interviews and surveys were utilized for the study. The qualitative and quantitative data
were compared to each other in an effort to analyze the impact of individual induction
activities, the impact of induction activities when combined, and to triangulate the
findings.
Interviews
The created interview questions were based on the study’s research questions.
Structured open-ended interview questions yield qualitative data obtained from questions
that do not contain predetermined categories or scales (Creswell & Plano Clark, 2011).
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The structured open-ended interview questions can uncover data on the personal
experiences of participants. The designed structure of the interview questions first
ascertained the foundational knowledge and experiences of each participating teacher
prior to starting their career in teaching. The second and third parts of the interview
focused on participants’ personal identification of strengths and areas of growth and
administrations’ and mentors’ identified areas of strength or growth in regards to the
participant. The fourth part of the interview focused on the induction activities, benefits
and lack of benefits of experienced induction activities, and the awareness of the
participant to the availability of each. The final part of the interview questions focused
on the participant’s overall induction experience and the degree to which it met needs of
a teacher in their first to fourth year of teaching.
Each of the interview transcripts were created the week following the interview
and shared with the participants as soon as each was transcribed. The transcripts were
reviewed by the participant involved in the interview to check for accuracy of
transcription and to allow each an opportunity to clarify points made, expand on
responses, or alter responses. By conducting member checking, the interview transcripts
accurately reflected the thoughts and feelings of the participant based on each posed
question (Rossman & Rallis, 2012). The interview data went through first and second
cycle coding with transcripts and post-coding themes shared with participants as soon as
coding was completed to ensure accuracy. All data was stored in a locked safe to ensure
that the information was only accessible by the researcher. The researcher did not
encounter any unusual circumstances during the data collection process.
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Surveys
In an effort to measure job satisfaction, for completeness, the Job Descriptive
Index (JDI) and Job in General (JIG) surveys were distributed electronically as one
survey. The JDI measures job satisfaction using five facets: work on present job, present
pay, opportunities for promotion, supervision, and coworkers. Each facet contains either
nine or eighteen items. The five facets are good at predicting outcomes related to
turnover or intentions to quit. The JDI, an eighteen item survey, has been shown to
predict intentions to quit a job.
The Induction Benefits survey was distributed, which required the respondents to
rate each induction activity on a four point Likert scale: (1) Not Beneficial, (2) Somewhat
Beneficial, (3) Beneficial, and (4) Very Beneficial. The survey had the respondents rate
sixteen induction activities: Welcome orientation, buddy teacher, mentor, observation of
colleagues, observations by colleagues, in-district professional development, out-ofdistrict professional development, professional learning communities,
observations/evaluations/walkthroughs, central administration non-tenured meetings,
principal non-tenured meetings, best practices video archive, non-tenured teacher
collaboration, non-tenured teacher/mentor collaboration, principal support, and
administrative support.
As a result of information gathered from participant interviews throughout the
study, a Proposed Induction Activities survey was created. The survey questions were
derived from extracted study participants’ interview data. Interviewed participants
suggested new induction activities that could enhance the program’s currently provided
set of induction activities. The survey was distributed at the end of the data collection
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portion of the study and asked respondents to rate newly suggested induction activities on
a four point Likert scale: (1) Not Beneficial, (2) Somewhat Beneficial, (3) Beneficial, and
(4) Very Beneficial.
Collection Process
Every interview was conducted in person with the researcher collecting written
notes and audio recordings during the interviews. Each audio recording was transcribed
and typed into a Microsoft Word document. The surveys were distributed electronically
and the responses were digitally collected into a spreadsheet for each survey. All
participant and/or identifiable district names were replaced with pseudonyms so as to
protect the confidentiality and privacy of district personnel.
The teacher interviews were conducted three times with each teacher: Week of
January 2, 2017, week of February 6, 2017, and week of March 6, 2017. The mentor and
administrator interviews were conducted the week of February 13, 2017. The Job
Descriptive Index (JDI) including The Job in General (JIG) Scale Survey and Stress in
General Survey were administered the week of March 6, 2017. The Induction Benefits
survey was administered the week of March 6, 2017. The Proposed Induction Activities
survey was administered the week of April 3, 2017.
Data Analysis
Interview Coding
The interviews were structured by being divided into several different areas of
focus: pre-service preparation, self-identified and administrator-identified areas of
strengths and areas needing to grow, induction activities, and overall induction
perceptions. As each interview was completed and transcribed, the interviews of
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teachers, mentor, and administrators went through first and second cycle coding. Codes
were identified using a code list detailed as shown in Table 1 with code occurrence
counts listed in Table 3. Through the coding process, common themes were determined
based on data reduction that occurred through the cycles. The themes included teaching
preparation/growth, support, impacts, and reflection/self-assessment. The codes for each
theme and excerpts from transcripts are included as shown in Table 2.

Table 1
Code List
Codes

Synonyms/other qualifying terms

Areas

Parts, ranges, capacity, region, location, place

Collaboration

Team, cooperation, alliance, teamwork, partnership, association,
relationship

Development

Increase, improvement, maturity, training, growth, expansion,
progress, advance, change

Impact

Influence, connect, impression, effect, control, sway, bearing

Opportunity

Chances, occasions, opening, breaks, prospect

Needs

Wants, requirements, desires, requests, wishes, necessities,
essentials, prerequisites

Preparation

Training, planning, in advance, introduction

Reflection

Consideration, thought, thinking, contemplations, deliberation

Responsibilities

Duty, concern, charge, accountable, obligation

Support

Mentor, guide, provide, assist, care, encourage, help, advise,
counsel, teach, tutor, buddy
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Table 2
Themes
Themes

Code
Transcript Excerpts
Occurrences

Teaching
94
Preparation
/ Growth

“I think life experiences prepared me.
I’ve always worked with kids. So, that
in conjunction with making connections
throughout the graduate program.”

Support

“I feel like we have such support and
we do have so much expected of us in a
good way. We feel like we are being
held accountable to high expectations,
but we are supported along the way.
The environment here is like no other
due to support provided by staff and
administration. Centerville is pretty
unique in a good way.”

277

Codes

Training,
introduction,
development,
progress,
advance,
“I went in to observe a colleague and
improvement,
how they use math menus because I
expansion,
wanted to be better prepared for my
change,
lessons and engage the kids more. By
increase,
doing so, I was able to see how other
experiences,
teachers implemented the math menus. I classes,
have already seen how I have grown in
workshops
this area.”
Mentor, guide,
provide, assist,
care, encourage,
help, advise,
counsel, teach,
tutor, buddy,
team,
cooperation,
alliance,
teamwork,
“The Collaborative Professional
partnership,
Learning Academy is a great support for collaboration,
teachers in so many different areas. I
association,
have taught one on co-teaching, which
relationship,
was great because I was able to help my chances,
colleagues with knowledge I had in that occasions,
area. I have attended so many different opening, breaks,
ones on technology. That was important prospect
because we went 1-to-1 with
Chromebooks at the high school and we
had a better idea of how to use
technology as a result of the sessions.”

66

Table 2 (continued)
Themes

Code
Transcript Excerpts
Occurrences

Codes

Impact

74

Influence,
connect,
impression,
effect, control,
sway, bearing,
duty, concern,
charge,
accountable,
obligation

“I have grown as a teacher. I have
observed other teachers. It was nice to
see that what I was doing in my
classroom was the same thing that was
being taught there. So, that gave me
self-confidence and made me more
comfortable to kind of explore different
avenues that were being offered instead
of taking things personally. I looked at
it more as a way to grow myself
professionally that as punitive.”
“I have improved so much in
technology. I have learned how to use
Nearpod, make my teacher website more
useful to the students, and now do
assessments and provide students with
resources right through Google
Classroom. This is coming from a
teacher that lacked tech skills. As a
result, my classroom and the learning
going on there is so much more
engaging for the students.”

Reflection / 54
SelfAssessment

“I feel like I have a pretty good control
and management of my class. I feel like
I am able to develop good relationships
with my students and their families. I
think I work well with colleagues, which
is helpful for planning purposes and
trying to figure out where to go next or
what to do with a specific case.”
“I have a strength in classroom
management, being able to deal with the
requirements of different special needs
that I have in my different classes
throughout the day, and making sure
everything is running smoothly.”
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Want,
requirement,
desire, request,
wish, necessity,
essential,
prerequisite,
part, range,
capacity, region,
location, place,
consideration,
thought,
thinking,
contemplation,
deliberate,
unique

Themes
Several themes emerged from teacher, mentor, and administrator interviews
pertaining to the multi-faceted induction activities offered by Centerville Public Schools:
Teacher preparation/growth, support, impact, and reflection/self-assessment.
Teaching preparation/growth. The first theme that emerged from the induction
program interviews centered on teacher preparation and growth. In some ways, teacher
preparation and growth are inextricably linked to the support that is provided. In this
theme, teacher preparation involved the uncertainty experienced when entering the
classroom for the first time on their own, undertaking a new challenge, or encountering a
new situation.
Many teachers in the study started their teacher training through their involvement
with children growing up. “I use to play school and I was always the teacher.”
A different teacher shared, “Before I started college, I worked in a summer camp
for a couple of years. I learned about kids firsthand through that experience. I try to
relate what happens in the classroom to my summer camp counselor days.”
Although a teaching foundational knowledge base is acquired in college, much of
what teachers learn in how to be a teacher is learned on the job. The preparation is
enhanced through their student teaching experience and then each subsequent years of
teaching in their own classroom. Teacher preservice training involves coursework that
lays the foundational knowledge that assists in building the understanding about teaching
and learning. It begins using a theoretical approach and slowly integrates connections to
real-life experiences. Students begin their foray into teaching by conducting observations
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in a variety of classrooms. However, depending on the college program one attends, the
experiences can vary greatly.
A second year teacher explained, “I observed in a rural school, urban school, and
suburban school. My college wanted to give us a well-rounded experience.”
Another teacher recalled, “I observed in the same class where I was going to be
assigned to student teach. The university wanted us to get to know the teacher and
students before we started the formal student teaching experience. In some ways it was a
great idea, but in other ways I think it would have benefitted me to be exposed to other
types of schools.”
A different teacher shared, “I went to XYZ and they were very big on getting into
the field from day one. So freshman year we went to an urban education setting and we
saw how things work through urban education. We were there for one day a week and
kind of shadowed. In my sophomore year we went to a different setting and then we got
more involved and we did one lesson.”
A teacher recalled, “I remember I was standing in front of the classroom and the
students were all talking when they were supposed to be silent. I wasn’t sure what to do
or how to get their attention. Somehow, my silence was noticed by a few students, who
then stopped talking. Like a ripple effect, one by one the students became silent. I had
just learned my first strategy for classroom management.”
The multi-faceted induction activities provided through Centerville’s induction
program focused on areas where teachers needed to grow after completing their student
teaching experience and being hired as a teacher for the district. Through the varied
meetings with school personnel, open discussions, new initiatives, observations,
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evaluations, and walkthroughs, each teacher’s individual needs became apparent. The
teachers themselves were aware of some of their own needs, but more often, areas of
growth were identified by an administrator, at least in the initial years of teaching.
A fourth year teacher explained, “I didn’t know what I didn’t know. I was new to
all of this teaching. It was so helpful for someone else to come in and point out the
difficulties I was experiencing and then suggest supports to help me become a better
teacher. Initially, I just thought this was how a classroom was. It wasn’t what I
remembered from my days in school. Now I know better.”
Classroom management was the most common area identified as an area of
needed growth. Teachers in their second, third, and fourth years felt they became better
at classroom management after the first year and in some cases after the second year.
A principal explained, “In order for the new teachers to grow, the proper supports
need to be put in place. As the principal, I often first look at how well a new teacher is
managing the classroom. It is the area we usually start to support.”
Instructional practices are another area identified as an area of growth. As the
district adopts new curriculum or makes new resources available, teachers need to
become knowledgeable on how to use the tools in appropriate ways. Professional
development and one-on-one or small group training sessions are provided.
A third year teacher said, “When I started in the district, a new math program had
been adopted the year before. Since all of the training had already been provided the
previous year, instead of learning on my own, the principal worked with all of the new
teachers and walked us through how to use the resources and modeled each component of
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the lesson. I felt much more prepared to teach even though I did still struggle along the
way at least initially.”
Support. The second theme identified and having the highest number of
occurring codes was “support”. The multi-faceted approach included involvement from
mentors, teaching colleagues, coaches, principals, and building and central
administrators. The inclusion of many different individuals only added to the level of
support perceived by teachers new to the district. If one member was not available to
provide personnel support, another was willing and able to be involved.
The supports were perceived to fill in gaps present from preservice teacher
training. As a result of first year teachers having varied preservice experiences, an
induction program only designed to address specific gaps would be beneficial for some
new teachers, but not for others. A differentiated approach with various supports is better
able to meet the diverse needs, which are unknown until a new teacher joins the district
and begins their teaching career.
Although pre-service teaching experiences are beyond the direct control of
Centerville Public School District, much can be learned about supports from the
identified areas of benefit experienced by the novice teachers. The information can be
used to re-design induction activities to imitate pre-service experiences that were deemed
successful or to address areas that were identified as lacking development.
Study participants reported that hands-on learning experiences were more
beneficial than just reading about them in books. The central administrator non-tenured
meetings for second year staff had been designed in a manner that was more book-based
learning rather than centered around hands-on experiences.
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Participants detailed how it was beneficial to learn how to clearly identify
differentiation and high-level questions in lesson plans. Also, including time for
providing individual and group assistance was identified as helpful, as well. By doing so,
teachers felt equipped for the task of teaching. Supports in these areas were woven into
the daily support provided at the building level and done so on a case-by-case basis, thus,
differentiated to individual needs.
The student teaching seminar meetings to discuss and address experiences while
student teaching are similar to existing approaches used by principals during their nontenured meetings, mentor-mentee meetings, non-tenured discussion group meetings, and
central administrator non-tenured meetings. The personnel that provided these
experiences leveraged the knowledge about the benefits perceived from such experiences
and purposefully included them.
Teachers self-identified areas of strengths and areas needing growth. These
identified areas were used to ensure the induction activities leveraged teacher strengths
and addressed areas identified as areas where growth was needed. A common area of
concern was classroom management, which was attributed to a lack of training and
experience during the pre-service phase. Without the foundational knowledge and skill
in classroom management, a teacher’s instruction and student understanding will suffer as
a result. Principals involved in the study raised this as a common concern during the
interviews.
One principal reported, “Many of the new teachers lack classroom experience.
They are more concerned about going through the lesson. They do not understand that
classroom management is one of the most important things to establish right from the
72

start of school. If they lack classroom management, the rest of the year is an uphill battle.
Teachers that struggle in this area are usually the ones that are non-renewed because their
students are not learning as best as they can due to the classroom environment and lack of
routines.”
Interviews revealed a multitude of supports in the form of resources provided to
teachers participating in the induction program, as well. Many participants explained
how coaches, principals, and other administrators would provide links to information and
websites that could be used to improve their knowledge and instruction. Additionally,
technology was an area of great support and included devices, applications, websites,
programs, 3D printers, speech-to-text software, and classroom management
subscriptions, such as, Class Dojo. It was noted that with each provided resource,
appropriate training was provided, as well.
A participating teacher expressed, “Our principal stressed how he felt using
Google Classroom would benefit the students and make what we do as teachers an easier
process. He did not just tell us. In our first year principal meeting, we were walked
through the process of setting up our own Google Classroom and populating it with our
students. We experienced sending documents to the students. It was so helpful to have
the administrator hold our hand through the process so we felt comfortable using this new
tool.”
An identified important support was in the form of discussions, too. Through the
mentor-mentee collaborations, non-tenured discussions, principal meetings, and central
administrator meetings, participants were encouraged to share their successes and areas
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of struggle. The cohort experience provided a bond between the members with each
individual serving as a resource for the others in the group.
One teacher shared, “Most people in the district are very approachable. It doesn’t
matter if they are a teacher, instructional aide, or administrator. Each of them are open to
listening to your needs and brainstorming solutions with you. They are all much more
experienced than I am, and I have found this support network to be priceless.”
For Centerville, interview data revealed that teachers felt inadequate and
unprepared in meeting the needs of English Language Learners (ELL) and students with
behavioral needs. Since Centerville is experiencing an increase in ELL students and
students with behavioral needs, an inclusion of training and resources in these areas
within the induction experience is warranted since such training is not part of most preservice programs and is not currently purposefully part of the existing induction program.
Impact. The third theme, impact, was mentioned in all of the interview
transcripts. Teachers expressed the impact the induction program had on their knowledge
and skills in teaching and learning. They expressed their belief that they have evolved as
a teacher.
A third year teacher shared, “I was shaky as a new first year teacher. Now that I
am in my third year, I have a lot more confidence and knowledge about how to reach
students and make learning a fun experience. I am not an expert teacher, but I have
become an expert in a few areas. I am a believer in brain-based learning. I was asked to
do some workshops for other teachers on the topic. Now, teachers are coming to see my
class in action and call or e-mail me with questions about how to do certain things.”
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A second year teacher stated, “When I first started, I was very weak in using
technology in the classroom. This district has a lot of technology and they expect you to
use it meaningfully, not just use it. The best part is that they showed me. When an
administrator, mentor, or colleague found something they thought I could use in my class,
they showed me how to get it and use it. I never felt alone. As a result, I have gotten
better.”
The impact is not always one the teacher feels for themselves. The impact is also
experienced by students. “My students have benefitted from the supports I have been
provided since I have been here. My teaching is so much stronger than it was a few years
ago. I feel bad for the students I had my first year because the newest have a better
teacher as a result of all the people that have helped me along the way. My instruction is
so much more focused and engaging.”
When participating teachers evaluate the induction program, they feel that the
program supports and challenges them in many different ways so that they are the best
teacher they can be. “I think in this system they want to provide you with every single
thing possible to make you a successful teacher. So, I would say it’s definitely more
intense than other districts. The level of expectation is higher, but I think when the bar is
raised that high, you rise to the occasion. For other districts, they kind of just throw you
in, but I don’t want to talk badly about other places.”
Another teacher said, “The impact of the induction activities was a feeling of
being very supported. You always felt like you knew the administration, which I think is
really helpful. You always felt like there were people there to help you and care about
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you and would be willing to give you anything you needed. At times it felt like a lot, like
you were like, okay, I feel very supported and now I need time, but it’s really unique.”
When comparing the induction program provided at Centerville to those offered
at neighboring school districts, most other districts only provide mentoring. The
interviews with study participants revealed the understanding of experiences novice
teachers in other districts received as compared to what was provided in Centerville.
“When I talk to my friends who are teachers and explain all of the support I get
here, they are amazed. Some have a mentor assigned that they have never met with. I
think they are jealous of what we get here. They asked me if it gets to be too much, but I
explained that I never feel on my own. Someone is always there to support me and it is a
great feeling. They have commented on how confident I am as a teacher and when I talk
about teaching.”
Additionally, most other induction programs that participants were aware of
lasted usually a year and in some rare cases, two years. As previously stated,
Centerville’s induction program continues for four years. In other districts during the
first year, usually only the teacher, mentor, and principal were formally involved in the
induction process especially in completing the required state evaluation forms.
Centerville involves mentors, teaching colleagues, principals, and building and central
administrators and annually seeks feedback from novice teachers regarding other
personnel supports that would be beneficial in order for them to be successful.
Reflection/self-assessment. The fourth theme was reflection/self-assessment. As
part of the first year administrative non-tenured meetings, teachers are provided a Swivl
device, which permits one to record themselves. The device tracks and records their
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movements and records their voice. Each teacher is strongly encouraged to record
themselves and watch it by themselves as a form of self-reflection on their instruction.
Most teachers take advantage of the suggestion.
A first year teacher explained, “I didn’t want to record myself, mainly because I
don’t like the way I look and sound. I’m glad I did. I saw how I waited for such a short
amount of time before calling on students and noticed I tended to stay on one side of the
room more often than the other. I also appeared much more confident than I thought I
did.”
Novice teachers were able to submit a Swivl recording of a lesson in lieu of an
announced observation, if desired. Many reported recording themselves multiple times
before being satisfied with the lesson to be submitted. The rationale for permitting this
approach for a formal observation was to permit teachers to be self-reflective in their
practice so improvements are experienced, which is the purpose of formal observations.
If a teacher continued to record themselves because they were not satisfied with how a
lesson went, they were being reflective in their practice. The inclusion of this practice in
the observation portion of the induction program encouraged teachers to be reflective
practitioners.
The study participants felt the induction program demanded that they be reflective
in their practice. As a component of the fourth year before tenure is granted, each fourth
year teacher needs to create a tenure presentation. The task requires the teacher to reflect
on their growth over the past four years with the district. Each teacher has to identify
their strengths and areas of growth from when they first started in year one to how they
have evolved as an educator by the end of year four. Many of the study participants
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expressed stress over the tenure presentations.
A first year teacher shared, “I am only in year one, but I am already stressed that I
will have to do the presentation. I want to meet with either fourth year or fifth year
teachers and ask questions and have them show us what they created.”
A fourth year teacher stated, “This is the year I do my presentation. I am really
nervous, but feel I am really prepared for it. I have been supported throughout the
process of brainstorming what to include and how to make the presentation. The
reflection was really beneficial. If I hadn’t done this project, I probably wouldn’t have
looked back at where I started and what kind of teacher I am today. I have really grown
and I am really proud of myself.”
When teachers were first hired by the district, during their welcome orientation,
they wrote a letter to themselves detailing what kind of teacher they think they are
currently and what type of teacher they wanted to become. Additionally, they included
what they wanted to accomplish and in what ways would they positively impact the
students. After the fourth year tenure presentation, the letters are returned to the teachers.
The letters serve as an additional form of reflection for the teachers, which was used to
readjust their compass and chart the next part of their career.
Based on the interviews, participating teachers, mentors, and administrators
commented that the provided induction activities were identified as beneficial in assisting
developing the teacher participants into stronger teachers and in some cases experts in
specific areas of focus and appeared to desire remaining in teaching. This position is
supported by Johnson and Birkeland (2003) who found that as professional needs of
teachers are met, a high level of satisfaction in the profession and work environment is
78

experienced and will result in continuation of employment.

Table 3
Code Occurrences
Codes

Code Occurrences

Areas

54

Collaboration

277

Development

94

Impact

74

Opportunity

13

Needs

24

Preparation

22

Reflection

18

Responsibilities

9

Support

260

Induction Activity Benefit Level Analysis
The teacher participants rated each of the 16 induction activities on a four-point
scale: (1) Not Beneficial, (2) Somewhat Beneficial, (3) Beneficial, and (4) Very
Beneficial as shown in Table 4. All of the induction activities rated higher than (3)
Beneficial except PLCs (2.59), observed by colleagues (2.65), administrator new teacher
meetings (2.76), and principal new teacher meetings (2.88). The four that did not score
above (3) Beneficial, rated between (2) Somewhat Beneficial and (3) Beneficial with all
four yielding scores closer to the (3) Beneficial level.
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Table 4
Induction Activity Benefit Levels

Survey Regression Analysis
A regression analysis was conducted comparing the JDI/JIG survey results to
each mentoring activity in order to determine mathematically if one variable was able to
predict the other variable. The null hypothesis was that the induction activities do not
affect job satisfaction. Furthermore, the compiled data can indicate which variable
matters most and which matters least. For the regression analysis, the dependent variable
was the JDI/JIG score and the independent variable was the score for the individual
mentoring activities.
Welcome orientation analysis. The JDI/JIG to welcome orientation regression
analysis comparison is significant due to the Significance F value of 0.005 being less than
0.05, so the null hypothesis is rejected as shown in Table 5. The Multiple R is 0.621,
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which demonstrates a weak correlation. The R Square value of 0.386 indicates the value
of the Multiple R that did not happen by chance. The Adjusted R Square value of 0.347
eliminates the effect of unknown variables.
Survey participants provided an average rating of 3.18 on the four point Lexile
rating, which is higher than the (3) Beneficial rating. Although teachers rated the
welcome meeting as beneficial, the welcome meeting had limited impact on job
satisfaction according to the JDI/JIG survey results, with the weak correlation supporting
the finding.

Table 5
JDI/JIG to Welcome Orientation Analysis

Buddy teacher analysis. The JDI/JIG to buddy teacher regression analysis is
significant due to the Significance F value of 0.001 being less than 0.05, so the null
hypothesis is rejected as shown in Table 6. The Multiple R is 0.703, which demonstrates
a relatively strong correlation. The R Square value of 0.494 indicates the value of the
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Multiple R that did not happen by chance. The Adjusted R Square value of 0.462
eliminates the effect of unknown variables.
Survey participants provided an average rating of 3.12 on the four point Lexile
rating, which is slightly higher than the Beneficial (3) rating. The beneficial rating for
buddy teachers was consistent with the job satisfaction results, which supports the
relatively strong correlation finding.

Table 6
JDI/JIG to Buddy Teacher Analysis

Mentor analysis. The JDI/JGI to mentor regression analysis is significant due to
the Significance F value of 0.00003 being less than 0.05, so the null hypothesis is rejected
as shown in Table 7. The Multiple R is 0.816, which demonstrates a strong correlation.
The R Square value of 0.666 indicates the value of the Multiple R that did not happen by
chance. The Adjusted R Square value of 0.645 eliminates the effect of unknown
variables.
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Survey participants provided an average rating of 3.06 on the four point Lexile
rating, which is slightly higher than the (3) Beneficial rating. The beneficial rating for
mentors was consistent with the job satisfaction results, which supports the strong
correlation finding. Furthermore, the data reveals that mentoring was the second
strongest correlation of all of the induction activities.

Table 7
JDI/JIG to Mentor Analysis

Observation of colleague analysis. The JDI/JIG to observation of colleague
regression analysis is significant due to the Significance F value of 0.002 being less than
0.05, so the null hypothesis is rejected as shown in Table 8. The Multiple R is 0.658,
which demonstrates a weak correlation. The R Square value of 0.434 indicates the value
of the Multiple R that did not happen by chance. The Adjusted R Square value of 0.398
eliminates the effect of unknown variables.
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Participating new teachers surveyed had an average rating of 3.35 on the four
point Lexile rating, which is notably higher than the (3) Beneficial rating. However, the
high beneficial rating for observing colleagues was inconsistent with the job satisfaction
result’s weak correlation finding.

Table 8
JDI/JIG to Observation of Colleague Analysis

Observed by colleague analysis. The JDI/JIG to observed by colleague
regression analysis is significant due to the Significance F value of 0.0002 being less than
0.05, so the null hypothesis is rejected as shown in Table 9. The Multiple R is 0.754,
which demonstrates a relatively strong correlation. The R Square value of 0.569
indicates the value of the Multiple R that did not happen by chance. The Adjusted R
Square value of 0.542 eliminates the effect of unknown variables.
Survey participants provided an average rating of 2.65 on the four point Lexile
rating, which is slightly lower than the (3) Beneficial rating. The observed by colleagues’
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induction activity had an impact on job satisfaction according to the JDI/JIG survey
results, which supports the relatively strong correlation finding.

Table 9
JDI/JIG to Observed by Colleague Analysis

Observations, evaluations, and walkthrough analysis. The JDI/JIG to
observations/evaluations/walkthroughs regression analysis is significant due to the
Significance F value of 0.0005 being less than 0.05, so the null hypothesis is rejected as
shown in Table 10. The Multiple R is 0.734, which demonstrates a relatively strong
correlation. The R Square value of 0.539 indicates the value of the Multiple R that did
not happen by chance. The Adjusted R Square value of 0.510 eliminates the effect of
unknown variables.
Survey participants provided an average rating of 3.18 on the four point Lexile
rating, which is slightly higher than the (3) Beneficial rating. Administrators expressed
the benefit of providing documented classroom visits and evaluations because it, “gave
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opportunities to point out a teacher’s strengths and identify areas they could grow in.”
However, the amount of support provided as a result of an observation was inconsistent,
but valued when received.

Table 10
JDI/JIG to Observations/Evaluations/Walkthrough Analysis

In-district professional development analysis. The JDI/JIG to in-district
professional development regression analysis is significant due to the Significance F
value of 0.001 being less than 0.05, so the null hypothesis is rejected as shown in Table
11. The Multiple R is 0.684, which demonstrates a weak correlation. The R Square
value of 0.468 indicates the value of the Multiple R that did not happen by chance. The
Adjusted R Square value of 0.435 eliminates the effect of unknown variables.
Participating new teachers surveyed about the benefit of in-district professional
development had an average rating of 3.35 on the four point Lexile rating, which is
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notably higher than the (3) Beneficial rating. A weak correlation finding was determined
for the impact of in-district professional development on job satisfaction.

Table 11
JDI/JIG to In-District Professional Development Analysis

Out-of-district professional development analysis. The JDI/JIG to out-ofdistrict professional development regression analysis is significant due to the Significance
F value of 0.02 being less than 0.05, so the null hypothesis is rejected as shown in Table
12. The Multiple R is 0.532, which demonstrates a weak correlation. The R Square
value of 0.283 indicates the value of the Multiple R that did not happen by chance. The
Adjusted R Square value of 0.239 eliminates the effect of unknown variables.
The survey of participating new teachers on the benefit of out-of-district
professional development had an average rating of 3.47 on the four point Lexile rating,
which is significantly higher than the (3) Beneficial rating. However, a weak comparison
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finding was determined for the impact of out-of-district professional development on job
satisfaction.

Table 12
JDI/JIG to Out-of-District Professional Development Analysis

Professional learning community analysis. The JDI/JIG to professional
learning community (PLCs) regression analysis is significant due to the Significance F
value of 0.001 being less than 0.05, so the null hypothesis is rejected as shown in Table
13. The Multiple R is 0.682, which demonstrates a weak correlation. The R Square
value of 0.466 indicates the value of the Multiple R that did not happen by chance. The
Adjusted R Square value of 0.432 eliminates the effect of unknown variables.
The survey of participating new teachers on the benefit of PLCs had an average
rating of 2.59 on the four point Lexile rating, which is notably lower than the (3)
Beneficial rating. A weak comparison finding was determined for the impact of PLCs on
job satisfaction.
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Table 13
JDI/JIG to Professional Learning Community Analysis

Best practices video archive analysis. The JDI/JIG to best practice video
archive regression analysis is significant due to the Significance F value of 0.0003 being
less than 0.05, so the null hypothesis is rejected as shown in Table 14. The Multiple R is
0.749, which demonstrates a relatively strong correlation. The R Square value of 0.561
indicates the value of the Multiple R that did not happen by chance. The Adjusted R
Square value of 0.534 eliminates the effect of unknown variables.
The survey of participating new teachers on the benefit of out-of-district
professional development had an average rating of 3.12 on the four point Lexile rating,
which is notably higher than the (3) Beneficial rating. The beneficial rating for best
practices video archive comparison was consistent with the job satisfaction results, which
supports the relatively strong correlation finding.
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Table 14
JDI/JIG to Best Practices Video Archive Analysis

Non-tenured teacher collaboration analysis. The JDI/JIG to non-tenured
teacher collaboration regression analysis is significant due to the Significance F value of
0.001 being less than 0.05, so the null hypothesis is rejected as shown in Table 15. The
Multiple R is 0.696, which demonstrates a weak correlation. The R Square value of
0.485 indicates the value of the Multiple R that did not happen by chance. The Adjusted
R Square value of 0.453 eliminates the effect of unknown variables.
The survey of participating new teachers on the benefit of non-tenured teacher
collaboration had an average rating of 3.53 on the four point Lexile rating, which is
significantly higher than the (3) Beneficial rating and the third highest of all induction
activities currently provided in the district. The beneficial rating for non-tenured teacher
comparison was not consistent with the job satisfaction results, which had a weak
correlation finding.
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Table 15
JDI/JIG to Non-Tenured Teacher Collaboration Analysis

Non-tenured teacher/mentor collaboration analysis. The JDI/JIG to nontenured teacher/mentor regression analysis is significant due to the Significance F value
of 0.01 being less than 0.05, so the null hypothesis is rejected as shown in Table 16. The
Multiple R is 0.586, which demonstrates a weak correlation. The R Square value of
0.344 indicates the value of the Multiple R that did not happen by chance. The Adjusted
R Square value of 0.303 eliminates the effect of unknown variables.
The survey of participating new teachers on the benefit of non-tenured
teacher/mentor collaboration had an average rating of 3.12 on the four point Lexile
rating, which is slightly higher than the (3) Beneficial rating. The beneficial rating for
non-tenured teacher/mentor comparison was not consistent with the job satisfaction
results, which had a weak correlation finding.
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Table 16
JDI/JIG to Non-Tenured Teacher/Mentor Collaboration Analysis

Central administrator/non-tenured teacher analysis. The JDI/JIG to central
administrator non-tenured teacher meeting regression analysis is significant due to the
Significance F value of 0.002 being less than 0.05, so the null hypothesis is rejected as
shown in Table 17. The Multiple R is 0.676, which demonstrates a weak correlation.
The R Square value of 0.457 indicates the value of the Multiple R that did not happen by
chance. The Adjusted R Square value of 0.423 eliminates the effect of unknown
variables.
The survey of participating new teachers on the benefit of non-tenured
teacher/mentor collaboration had an average rating of 2.76 on the four point Lexile
rating, which is slightly below the (3) Beneficial rating. The beneficial rating for central
administrator non-tenured teacher meetings comparison were consistent with the job
satisfaction results, which had a weak correlation finding.
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Table 17
JDI/JIG to Central Administrator Non-Tenured Teacher Meeting Analysis

Principal non-tenured teacher meeting analysis. The JDI/JIG to principal
non-tenured teacher meeting regression analysis is significant due to the Significance F
value of 0.0009 being less than 0.05, so the null hypothesis is rejected as shown in Table
18. The Multiple R is 0.710, which demonstrates a relatively strong correlation. The R
Square value of 0.504 indicates the value of the Multiple R that did not happen by
chance. The Adjusted R Square value of 0.473 eliminates the effect of unknown
variables.
The survey of participating new teachers on the benefit of principal non-tenured
meetings comparison had an average rating of 2.88 on the four point Lexile rating, which
is slightly below the (3) Beneficial rating. However, the job satisfaction for principal
non-tenured meeting comparison demonstrated a relatively strong correlation finding.
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Table 18
JDI/JIG to Principal Non-Tenured Teacher Meeting Analysis

Administrative support analysis. The JDI/JIG to administrative support
regression analysis is significant due to the Significance F value of 0.0001 being less than
0.05, so the null hypothesis is rejected as shown in Table 19. The Multiple R is 0.781,
which demonstrates a relatively strong correlation. The R Square value of 0.610
indicates the value of the Multiple R that did not happen by chance. The Adjusted R
Square value of 0.586 eliminates the effect of unknown variables.
The survey of participating new teachers on the benefit of administrative support
had an average rating of 3.65 on the four point Lexile rating, which is significantly above
the (3) Beneficial rating. Furthermore, it was the second highest rating for benefit. The
job satisfaction for administrative support comparison demonstrated a strong correlation
finding, which was the third highest correlated to job satisfaction.
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Table 19
JDI/JIG to Administrative Support Analysis

Principal support analysis. The JDI/JIG to principal support regression
analysis is significant due to the Significance F value of 0.00002 being less than 0.05, so
the null hypothesis is rejected as shown in Table 20. The Multiple R is 0.824, which
demonstrates a strong correlation. The R Square value of 0.679 indicates the value of the
Multiple R that did not happen by chance. The Adjusted R Square value of 0.659
eliminates the effect of unknown variables.
The survey of participating new teachers on the benefit of principal support had
an average rating of 3.88 on the four point Lexile rating, which is significantly above the
(3) Beneficial rating. Furthermore, it was the highest rating for benefit. Likewise, the
job satisfaction for principal support comparison demonstrated a strong correlation
finding, which was the highest correlation to job satisfaction. The effectiveness of the
school principal has been found to be an important element of teacher working conditions
and can enhance teacher satisfaction levels (Saiti & Papadopoulos, 2015).
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Table 20
JDI/JIG to Principal Support Analysis

Partial induction activities analysis. The one area found low in both the benefit
level survey and the regression analysis for job satisfaction was the administrator nontenured teacher meetings. Table 21 shows the outcome from the regression analysis
conducted when all induction activities were included excluding the administrator nontenured teacher meetings. The Adjusted R Square of all induction activities (.810) and all
induction activities excluding the administrator non-tenured teacher meetings (.814)
yielded a difference of only .004.
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Table 21
JDI/JIG to Partial Induction Activities Analysis

All induction activities regression analysis. The JDI/JIG to all induction
activities regression analysis is significant due to the Significance F value of 0.0000002
being less than 0.05, so the null hypothesis is rejected as shown in Table 22. The
Multiple R is 0.906, which demonstrates a strong correlation. The R Square value of
0.821 indicates the value of the Multiple R that did not happen by chance. The Adjusted
R Square value of 0.810 eliminates the effect of unknown variables.
These findings demonstrate a correlation significantly higher than any other single
comparison of JDI/JIG to an individual induction activity. The JDI/JIG to principal
support comparison is the highest single JDI/JIG to induction activity correlation with an
Adjusted R Square of 0.659. However, the Adjusted R Square for all induction activities
combined is 0.810. The difference between all induction activities and principal support
is 0.151, which is a significant difference and demonstrates the positive impact
combining induction activities has on the correlation to job satisfaction.
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Table 22
JDI/JIG to All Induction Activities Analysis

JDI/JIG to stress analysis. The JDI/JIG to stress regression analysis is not
significant due to the Significance F value of 0.340 being more than 0.05, so the null
hypothesis is accepted as shown in Table 23. The participant data does not indicate that a
correlation exists between job satisfaction and stress.
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Table 23
JDI/JIG to Stress Analysis

Stress to all induction activities analysis. A similar finding was determined
when conducting the all induction activities to stress regression analysis. The regression
analysis is not significant due to the Significance F value of 0.189 being more than 0.05,
so the null hypothesis is accepted as shown in Table 24. The participant data does not
indicate that a correlation exists between all induction activities and stress.

99

Table 24
Stress to All Induction Activities Analysis

Stress to Year Comparison Analysis
The correlations between stress and JDI/JIG and all induction activities was not
found. However, the results from the two regression analysis computations does not
mean that the participating teachers did not feel stress. The survey data reveal that there
were varying levels of stress evident as shown in Table 25. When dividing the stress into
four levels, the data revealed that 29% of the participants computed to be at a low level of
stress, 21% at a mild level of stress, 21% at a moderate level of stress, and 29% at a high
level of stress. First year teachers were the least stressed with 66.6% experiencing low
stress and 33.3% mild stress. First year teachers did not report responses that would chart
them as experiencing moderate or high stress. The second year teachers were the
opposite of first year teachers with 33.3% experiencing moderate stress and 66.6%
experiencing high stress. Half of the year three teachers had low stress with an equal
16.6% reporting at the mild, moderate, and high stress levels. The fourth year teachers
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did not have any teachers at the low level of stress, but did report equally at 33.3% for the
mild, moderate and high stress levels.

Table 25
Stress to Year Comparison Analysis

Induction Interactions Analysis
Table 26 depicts the plotting of the JDI/JIG scores in relationship to the number
of interactions occurring on average for each induction activity was conducted. The
findings reveal that as the frequency of induction activity interactions increased, so did
the JDI/JIG job satisfaction score. The one exception occurred with a low occurrence for
a non-tenured teacher being observed by colleagues, yet their corresponding JDI/JIG
score was higher than expected based on the pattern that evolved. In the interviews, a
common finding was that although the non-tenured teachers did not frequently use the
option of being observed by colleagues, they expressed the desire to do so and perceived
that benefits would be received as a result of the experience in the form of feedback from
a non-evaluative colleague.
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Table 26
JDI/JIG Score to Induction Interactions Chart

Results
A side-by-side analysis of the qualitative and quantitative data findings was
conducted. The comparisons were conducted for each induction activity, which
demonstrated the benefits received when experienced alone. Furthermore, a partial
versus all induction analysis was conducted to determine the optimum benefit level
achieved based on the number and type of induction activities. An analysis of stress was
conducted, as well.
Welcome orientation. The welcome orientation was a two-day series of miniworkshops and meetings provided to teachers newly hired to the district and scheduled
prior to the start of the official school year. The days assisted new teachers by providing
them opportunities to meet administrators and teacher leaders through learning sessions
and acclimating the new teachers to the school, district, and community.
Wong and Wong (2001) include welcoming of new staff as a critical initial
component of an induction system that extends over multiple years. The welcome
orientation for first year teachers to the district was well received based on interview
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findings, with a common response being, “It was helpful to learn useful information from
the people that will be your administrators and colleagues”. Respondents appreciated
meeting and learning from district administrators, receiving both required and beneficial
information in an organized manner, and being provided an opportunity to familiarize
themselves with their assigned building and the building’s and district’s practices and
routines. Although the regression analysis’s weak correlation between job satisfaction
and welcome orientation demonstrates only a weak prediction of job satisfaction when
reviewing the welcome orientation as an induction activity by itself, the survey found that
the welcome orientation induction activity provided a higher than “beneficial” rating,
which indicates that recipients felt it added to their preparation for the job.
Buddy teacher. A buddy teacher was an unofficial untrained mentor who assists
a teacher that is new to the district, but not compensated. The assignment of a buddy
teacher by an administrator was an inconsistent practice according to teacher interview
data and the practice was building dependent. The interviews with building
administration supported the inconsistent assignment of a buddy teacher. Some
administrators did not feel comfortable assigning a buddy teacher out of concern of
violating the teacher contract since the assignment was unpaid. The majority of times
when a new teacher had a buddy teacher, it was due to the new teacher identifying and
securing a colleague as a buddy on their own or the building principal requesting, not
requiring, an experienced teacher to provide assistance to the novice teacher. Findings
indicate that a relatively strong correlation between having a buddy teacher and job
satisfaction exists. Furthermore, surveyed participants responded that having a buddy
teacher found a slightly higher than “Beneficial” rating. The data suggests that the buddy
103

teacher experience provides both benefits to being prepared for the task of teaching and
has a correlation to job satisfaction.
Mentor. A mentor was similar to a buddy teacher except he or she is a tenured
teacher in the district that is formally assigned to a teacher working with a provisional
certification and training on how to be a mentor was provided. Mentoring is a
requirement established by the State of New Jersey for teachers working under a
provisional certification. The mentee financially compensates the appointed mentor
whereas the buddy teacher does not.
The coding of teacher, mentor, and administrator interviews revealed an
inconsistent assignment practice with mentors. Often, assigned mentors were not in the
same grade level or subject area as the mentee. Teachers that had a misaligned grade
level or subject area mentor-mentee assignment expressed receiving benefits from the
relationship.
However, common interview statements were found, “I feel like a mentor in the
same grade level is helpful, especially with routines and scheduling and just those things
that you come across in the first year. If I am paired with a mentor in a different grade
level, what their behavior management system looks like may not work in my
Kindergarten class. I feel it is more relatable when you are in the same grade level
because you are teaching the same age and you are coming across the same problems.”
Such statements strongly indicate that when mentors are not in the same grade
level or subject area, the benefits that could be received are not as high in comparison to
having a mentor in the same grade level or subject area. This finding is supported by
research that has found mentoring to be beneficial in providing support necessary for the
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success of a new teacher. Mentoring was found to be the support that new teachers
desired (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009) and which
positively impacted teacher retention (Ingersoll & Kralik, 2004). This is further
supported by the findings by Ingersoll and Strong (2011) who found that support and
assistance for beginning teachers had a positive impact on retention, classroom
instructional practices, and student achievement.
When running a regression analysis, a strong correlation was found between
mentoring predicting job satisfaction. The survey produced a slightly higher than
“Beneficial” rating. So, the data depicts mentoring as beneficial and a strong correlating
predictor of job satisfaction.
Observe colleague. The induction activity of providing the opportunity for
novice teachers to observe colleagues occurs when a teacher in their first four years
within the district goes into a colleague’s classroom and observes the instructional
practices being implemented. Interviewed administrators and mentors suggested or
mandated the induction activity to new teachers to go into identified classrooms to learn
about and observe a model of a specific instructional practice. Administrators identified
classroom management and student engagement as two common areas of need. Mentors
focused more on instructional delivery and proper usage of resources as areas of need,
though they identified classroom management as a common area of need, as well.
Novice teachers expressed the benefit of such an activity.
One second year teacher reported, “Going into a classroom and seeing the ideas
and how you could approach different things in the classroom is so beneficial and how
observing a colleague is really encouraged by the principal and others.”
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Although the benefit rating compiled from survey results for observing colleagues
was notably higher than the “Beneficial” rating, the regression analysis found a weak
correlation for predicting job satisfaction.
The induction activity of having a colleague observe a first to fourth year teacher
usually happened as a result of an administrator or mentor requesting that the new teacher
have a colleague observe them in order to receive feedback on instructional practices,
which predominantly had the mentor observing the mentee. Likewise, on an equal
number of occasions, the new teacher took it upon himself/herself to ask a colleague to
observe them usually a mentor or buddy teacher. During interviews, teachers shared their
perspective of the induction activity.
A third year teacher explained, “I’ve had the literacy coaches come in to observe
me and give me feedback. I was struggling in teaching guided reading. After they gave
me the feedback, I tried what they said while they observed and we kept doing this until I
got better and felt more comfortable in this area of teaching.”
Such interview statements show that needs were identified and personnel
resources were provided with expertise in the area of need. The outcome was improved
instructional practices and confidence in teaching. Also, during the coding of teacher
interviews, it was revealed that participants felt that being observed by colleagues was a
practice that would be beneficial if it was utilized more by new teachers. New teachers
were hesitant to impose on a colleague in that manner.
Observed by colleague. The correlation between being observed by colleagues
and job satisfaction demonstrated a relatively strong correlation. However, the benefit
rating was found to be slightly below “Beneficial” from the survey data. This can be
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attributed to the limited usage out of concern for imposing on a colleague. Often, novice
teachers waited for a mentor, colleague, or supervisor to suggest a colleague or mentor
come in to observe rather than seek out colleagues on their own to observe and provide
feedback.
Observations and evaluations are requirements set forth by AchieveNJ and are a
significant part of the teacher evaluation system. These evaluative reports summarize
classroom visits which look for specific standards of practice that are recorded and
provided as feedback to the observed teacher. Walkthroughs are informal visits to a
classroom, which may be targeted in their approach or simply a check-in to see the
instructional practices being implemented. These interactions were usually recorded and
provided to teachers for feedback, but not always.
Observations, evaluations, and walkthroughs. Observations, evaluations, and
walkthroughs had an impact on job satisfaction according to the JDI/JIG survey results,
which supports the relatively strong correlation finding. Teachers expressed the benefits
received from the observation feedback.
A third year teacher responded, “Observations are helpful because they reaffirm
the areas you thought you were good at, but also points out areas where you experienced
some difficulty. I like how we brainstorm ideas on how to handle situations or approach
instruction differently. It really improves my understanding and teaching.”
A second year teacher stated, “Observations are fully supportive.”
The benefits received from observations, evaluations, and walkthroughs scored
slightly better than the “Beneficial” rating on the survey, which supports the benefit
received and its correlation to job satisfaction.
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In-district professional development. In-district professional development was
provided by teachers from the district to their colleagues. The professional development
was offered during the school year on professional development days and after school.
Through the Collaborative Professional Learning Academy (CPLA), teachers were able
to attend professional development sessions developed as a result of teacher feedback and
offered over the summer months. A consistent finding from coding of interviews of
teacher, mentor, and administrator participants was that it was preferred to have the
district teachers be the providers of the professional development because follow-up
advice or questions were simplified due to the expert being accessible within the district
at any time.
A third year teacher explained, “Yes, the professional development offered by
other teachers is amazing. I have benefitted from professional development in
technology, planning, instruction, and student engagement. I love how I can easily go to
the teacher that presented at any time after the session to pick their brains for additional
assistance.”
Principals share the same feelings. “Through my observations and classroom
visits, I see some great instructional practices going on. I want these shared with others
in my building. This is when I strongly encourage the individuals to reach out to the
CPLA facilitators and see if they can be a presenter. The best part is that their own
colleagues start to see them as experts in the area and seek them out for advice. What a
great confidence booster for a new teacher.”
Although a weak correlation between the activity and job satisfaction was found
when conducting a regression analysis, the benefit received as found in survey data was
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notably higher than the “Beneficial” rating.
Out-of-district professional development. Out-of-district professional
development was provided by an outside provider or professional group in a specialty
area when the district did not have a resident expert to provide the training. The
professional development was offered on an infrequent and case-by-case basis.
Interviews revealed that the usage of out-of-district professional development was very
limited and usually initiated by a teacher being a member of a professional organization
desiring to attend a conference in their specialty or as a result of the adoption of a
curriculum or resource.
A third year teacher said, “I teach History and am part of the National Council of
Teacher of Social Studies. I attend some of their provided professional development
since it is very specific to my area.”
A fourth year teacher explained, “Since we are adopting a new preschool
curriculum, we are getting training right from the curriculum developer. None of us have
expertise in this area so it makes sense to bring in someone from outside the district.”
In the former situation, the initiation came from the teacher. The latter was the
result of an administrator requiring the training. The regression analysis showed a weak
correlation between job satisfaction and out-of-district professional development.
However, the beneficial rating was significantly higher than the “Beneficial” rating,
which indicates the users of the activity found it to be very beneficial to their own
practice and knowledge building.
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Professional learning community. Professional Learning Community (PLCs)
were opportunities where teachers could meet to review student data in order to gain an
improved understanding of the needs of each student and develop a plan to address areas
of focus. The interviews disclosed that each building in the district has allocated PLC
time in different ways as a result of teacher schedules. The elementary school did not
share common preparation times with all grade level colleagues, so the PLC was split
into two groups, which met at different times. The middle school did not have PLC time,
so they met after school on a voluntary basis. The high school had a dedicated PLC
period where they meet as a department on a weekly basis.
A first year teacher reported, “The middle school doesn’t have a PLC time during
the school day, so I do not attend.”
A second year teacher explained, “We have PLCs and I find those helpful even to
see how the same student is doing in different classes. We hear about what other teachers
are doing and the outcomes. Collaboration is so important to me and helps me to grow as
an educator.”
As a result of the inconsistent allocation of PLC time and its resulting
implementation, the interview data demonstrated results similar to the identified
inconsistencies. Regardless of the school, the lack of understanding of how to create and
run an effective PLC was a consistent pattern found among all participants.
A second year teacher said, “We have PLCs, but I don’t think we are doing them
right. The curriculum department is planning on providing us training next year. We do
talk about students, but we plan class trips and stuff, too.”
A weak correlation was found between job satisfaction and PLCs. The level of
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benefit received from PLCs from the survey results showed a notably lower than
“Beneficial” rating. This has been attributed to the inconsistency in providing PLC time
in the different buildings and a lack of training in how to create and operate a PLC.
Best practices video archive. The best practice video archive was a repository of
videos created and submitted to the digital library from teachers and administrators. It is
available to staff 24 hours a day, seven days a week. The repository grows as a result of
teachers purposefully recording aspects of a lesson or an administrator identifying a best
practice implemented in a classroom and requesting the teacher create and submit a video
to the library.
A first year teacher expressed, “I love being able to view what is going on in other
classrooms in areas of interest and need to me. I can do this at home when the craziness
of school isn’t all around me. I love how I can talk with the teacher that made the video
afterwards to ask questions.”
A different first year teacher said, “As someone new to teaching, the videos gave
me a glimpse into other classrooms. I can see if I am doing things right or not and gain
new ideas along the way.”
The interviews were consistent in identifying that all participating teachers were
aware of the repository and many had used the videos as part of their own professional
development plan. Concerns were raised about inconsistency in this area, as well. The
inconsistent usage was a result of the archive containing videos to meet areas of interest
and need. Special area teachers were unable to locate a variety of resources they felt
were applicable to them.
A second year teacher said, “I am an instrumental music teacher. There are so
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few of us in the district. So, when I go to look at the videos, I don’t see anything directly
related to my area. I do find a number of good videos on general teaching practices
though.”
Regular and special education grade level and subject area teachers found the
video library to have a multitude of videos pertinent to their needs and interests. “As an
inclusion teacher, I have been able to view posted videos showing how other inclusion
teaching pairs operate their classroom and have established their routines.”
A relatively strong correlation between job satisfaction and the video repository
was found. The survey of benefit levels yielded a better than “Beneficial” rating. The
findings indicate that the video repository was found to be beneficial and can be used to
predict job satisfaction. However, it could have a bigger impact if the library was
expanded and users were provided a more user friendly reminder of new videos and
existing topics in the repository.
Non-tenured teacher collaborations. Non-tenured first to fourth year teachers
were provided several formal opportunities to collaborate during the school year.
Additionally, first and second year teachers were grouped so they could collaborate while
third and fourth year teachers were able to collaborate separately. These collaborations
were open sessions without an administrator present and were offered for the first time
this year.
A third year teacher shared, “We never had this opportunity before. It was great
to share thoughts and experiences and just compare. Very beneficial. I hope this is
offered more frequently.”
While the regression analysis demonstrated a weak correlation between job
112

satisfaction and non-tenured teacher collaboration sessions, the benefit rating was
significantly higher than the “Beneficial” rating from the survey. Such findings
demonstrate that the activity was found to provide a benefit to those that experienced the
opportunity, but may not influence job satisfaction directly on its own.
Non-tenured teacher/mentor collaborations. Non-tenured teachers in their first
year of teaching were provided a few formal opportunities to collaborate with a group of
mentors during the school year. These were open discussion sessions without an
administrator present and were offered for the first time this year. Although the
interviews of participating teachers and mentors revealed there were some benefits to the
experience, especially being able to talk to others they may not normally have an
opportunity to learn from, many felt that they already collaborated with their mentor and
expressed concern that an additional meeting took away time that could be allocated to
other endeavors to improve their teaching.
A first year teacher expressed, “I liked the fact that I could meet with other
mentors and new teachers, but I am not sure the benefits outweighed the time away when
I could have been doing something else. My mentor is great, but I could see how such
sessions could be helpful to someone who doesn’t connect or learn from their mentor.”
A weak correlation between job satisfaction and mentor collaboration sessions
was found, but the survey results yielded better than “Beneficial” ratings for the activity.
Even though the induction activity was a new offering, it provided an unstructured
exchange between colleagues, which was deemed beneficial to their professional
development.
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Administrator non-tenured teacher meetings. Central administrators held
monthly meetings with one year of non-tenured teachers at a time. Each year’s group
was provided learning opportunities specific to their year of employment with the district.
The first year teachers met with the Academic Achievement Officer to receive
professional development on available instructional resources, teacher evaluation system,
mentoring, and general information about the district in order to ease their transition. The
Director of Curriculum & Instruction met with the second year teachers and focused on
curriculum and instruction and instructional pedagogy. For the third year teachers, the
Director of Special Education had been newly assigned to the group this year to assist
participants in gaining insight into special education, I&RS, and 504. The fourth year
teachers met with the Director of 21st Century Education to assist them in creating tenure
presentations and to use technology in their classrooms as a means to engage students in
learning.
A fourth year teacher said, “The sessions are very sequential and provide
information related to what we would benefit knowing during each of the first four years
of working in the district. They lead up to the tenure presentation. As a fourth year
teacher, I can see my progress over the last four years.”
The interviews had a common pattern of appreciating the benefits of hands-on
learning experiences, modeling, and providing real classroom examples. Another pattern
was a dislike for reading articles and discussing instructional practices through a
theoretical lens, which had been experienced during the year two meetings.
A weak correlation was found for job satisfaction and the administrator nontenured teacher meetings. The survey rating level was slightly below the “Beneficial”
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rating. The lower rating was attributed to the year two sessions, which predominantly
focused on reading articles instead of the preferred hands-on learning experiences. This
induction activity was the only one on the list that showed a weak correlation and a lower
than “Beneficial” rating, but was still relatively close to the “Beneficial” rating.
However, even when removed from the all induction regression analysis, the correlation
change was minimal.
Principal non-tenured teacher meetings. Principals held meetings with first
through fourth year teachers on a consistent basis. The principals provided learning
opportunities and listened to teacher identified needs. However, there was inconsistency
in the practices between buildings. One building met on a monthly basis with the whole
group. A second building met with the teachers on a one-on-one format without a set
schedule. A third building met one-on-one with each teacher a minimum of twice a year
formally and more often informally. Some teachers met with the principal more often
dependent on needs as identified by either teacher or principal.
A second year teacher reported, “My principal does not hold formal monthly
meetings. Instead, he meets me one-on-one to get to know what I need, which is
different than others who I work with. I like this format because we already meet with
the central administrators on a monthly basis with a group. We get the best of both
worlds with this arrangement.”
For the monthly held meetings with the whole group, a pattern of concern had
been raised over the repetitive nature of the content reviewed each year.
A third year teacher said, “He sometimes repeats topics year after year, which is
okay as a first or second year teacher. But, I am in my third year and it is kind of a waste
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of my time when he does that. I wish the third and fourth year teachers met separately
because our needs are different than first and second year teachers.”
The principal interviews revealed each leader determined it was important that
they use a format they felt best met the needs of their staff. A consistent interview
finding was that the principals did not consult with the teaching staff about the format in
which the meetings occurred, but did include staff in the formation of some of the
meeting’s content of focus.
A relatively strong correlation between job satisfaction and principal meetings
was found. A benefit rating slightly below “Beneficial” was the result from the surveys.
The lower rating was attributed to the repetitive topics and inconsistent practices across
the district. One principal did not start to hold principal meetings with new staff until the
current school year. So, the participating study teachers had different experiences based
on the building where they worked and the year they were currently working in the
district.
Administrative support. Administrative support had been provided by
supervisors, directors, instructional coaches, and literacy coaches. The support had not
been through formalized meetings, rather it had been provided on an as needed basis.
The meetings varied in their occurrence from daily, weekly, or monthly. Some teachers
interacted with supervisors, directors, and instructional and literacy coaches, while others
interacted with only some of them.
A first year teacher explained, “One of the administrators is always available to
help. They know we are new and struggle. They don’t judge. They help. They give us
resources, co-teach, co-plan, anything we need. I feel very comfortable approaching any
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of them and admitting I need help.”
The interviews demonstrated an equal pattern of teachers seeking out support
from administrators and administrators identifying and providing support to teachers.
Consistent findings of “open door”, “approachable”, and “helpful” were identified
through the coding process of interview transcripts. Furthermore, the findings were
consistent between interviews with teachers and administrators.
One principal shared, “As a building administrator, it is my job to be an
instructional coach. If I am not able to provide the best assistance, I will get another
administrator who can give what is needed. We work as a team with a collective effort to
improve the instructional practices in the building, which in turn positively affects the
students and their learning.”
A relatively strong correlation was found between job satisfaction and
administrative support. Participants rated administrative support as significantly above
the “Beneficial” rating. These findings indicate that benefits are being received as a
result of administrative support and the support has an ability to predict job satisfaction.
Principal support. Principal support had been provided to teachers on an as
needed basis, not through routinely scheduled meetings. Similar patterns to
administrative support had been identified as having equal occurrences of teachers
seeking out support from principals and principals identifying and providing support to
teachers. Furthermore, the findings were consistent between interviews with teachers and
principals. Consistent findings of “present”, “open door”, “approachable”, and “willing
to help” were identified through the coding process of interview transcripts.
A different principal said, “We are a team. As their building leader, it is my job
117

to know their needs and be always open so they feel comfortable coming to see me and
share their concerns. I will ensure they have the supports they need.”
A second year teacher shared, “My principal is very approachable. Often I just
grab her in the hallway and either tell her quickly what’s going on or ask to meet with her
if I have more to share. She is very accommodating. I definitely feel supported.”
The regression analysis data found a strong correlation between principal support
and job satisfaction. Additionally, the principal support received a benefit rating of just
below “Highly Beneficial” on the survey, which is the highest out of any of the induction
activities. The data demonstrates the importance of a strong building and instructional
leader and the benefits that can be provided to the novice teaching staff as a result. Since
this is the induction activity that has the strongest benefit, if the support is lacking, it can
have a negative impact, as well.
Partial versus all induction activities. Each of the previous findings
demonstrated the effects of single induction activities on providing benefits to
participants and the correlation of each activity to predicting job satisfaction. The impact
and perception of each induction activity on novice teachers was further supported by the
inclusion of interview excerpts. The correlations ranged from weak to strong indicating
that some individual induction activities could be a strong correlation to predicting job
satisfaction, while others did not possess the same level of predictability.
If the induction supports were to be altered by removing the five lowest correlated
induction activities in an effort to improve the predictability of induction activities having
an impact on job satisfaction, the benefits received from those removed activities would
be lost, as well. Of the five lowest correlated induction activities, four had benefit scores
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above the (3) Beneficial rating: Out-of-district Professional Development (3.47),
observation of colleagues (3.35), welcome orientation (3.18), and Non-tenured
teacher/mentor meetings (3.12). The only exception was the central administrator nontenured meeting with a score of 2.76, which is slightly below the Beneficial (3) rating.
By removing those five induction activities, the small gain in job satisfaction correlation
does not appear to be worth the loss in better than “beneficial” ratings for the induction
activities. Furthermore, since every induction activity was not required to be utilized, it
is in the teacher’s best interest to be provided opportunities to leverage a multitude of
activities to their benefit, if desired.
In an effort to determine if the combination of all induction activities with an
Adjusted R Square of 0.810 yielded the highest correlation to job satisfaction, the lowest
correlated induction activities were removed from the combined induction activities list
one at a time and a regression analysis was conducted with each removal. The highest
correlation was achieved with an Adjusted R Square of 0.847 when removing the lowest
correlated activities: out-of-district professional development (0.239), non-tenured
teacher/mentor meetings (0.303), welcome orientation (0.347), observation of colleagues
(0.398), and central administrator non-tenured teacher meetings (0.423). The result
yielded an improvement of the Adjusted R Square by a small increase of 0.037 over the
Adjusted R Square of all induction activities combined.
The decision to retain the additional induction activities is further supported by
Smith and Ingersoll (2004) who found that the most significant positive impact on new
teacher satisfaction is when multiple components are part of a school or district’s
induction program. Bickmore and Bickmore’s (2010) found that in a multifaceted
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induction support system, if one induction approach failed, another would be able to fill
the gap and lead to positive participant perceptions.
Furthermore, through the interviews, the data showed that these five areas were
found to be perceived as less beneficial due to varied reasons. The out-of-district
professional development was limited in its exposure since it only involved a small part
of the population and impacted a specific group only, such as, preschool teachers or
specific subject areas like Social Studies. The welcome orientation only occurred once.
Although it was well received, the one-time event at the beginning of employment is not
easily compared to other activities that are provided throughout the four years of
induction. The non-tenured teacher/mentor meetings and observation of colleagues were
impacted by a desire of the participants to not impose on their colleagues and at the same
time use their limited time in a manner that would reap the most reward. Since they
already work with their own mentor, they did not feel interacting with other mentors and
mentees would be significantly more beneficial than the benefits already being received.
The challenge associated with observing colleagues was influenced by missing time in
one’s own classroom and having to create substitute plans. A preference was to watch
recordings of other classes, which could be viewed on preparation periods or during
hours outside of the school day. The central administrator meetings, specifically the
second year meetings, lacked a connection of content to the practices occurring in the
classroom. It was perceived as more theoretical, which each felt they had already
received while attending college. The desire was for more hands-on and practical
knowledge, practices, and resources that could be leveraged to improve the instructional
practices occurring in the classroom. Participants provided these ways to improve the
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five lowest scoring induction activities because they communicated that there were
benefit to the offerings, just not in its complete and current format. However, despite the
five lower ratings, the entire induction activity list was deemed as desired due to the
variety of supports it provided.
Stress. When analyzing the stress level based on the year of the participating
teacher, the first and third year teachers were less stressed than the second and fourth year
teachers. In the interviews, a common occurrence for first year teachers was a feeling of
receiving a high level of support that made their transition to the position easier than
expected.
A first year teacher stated, “In my first year of teaching, I wasn’t really nervous
because everyone seemed to be there for me and I had a mentor. My principal held
meetings with us to make sure we knew what was coming up in the building so we were
prepared. In my second year, I am a little more stressed because now some things are
expected that I know and do. I don’t have an official mentor anymore, but I do have
fellow teachers in my grade level that help guide me.”
A second year teacher stated, “I am nervous because I heard that teachers are
usually non-renewed at the end of their second year.”
A third year teacher reported, “As a third year teacher, I think teaching is coming
more naturally now. I had a hard time in my first year. Felt better in my second year, but
there were still bumps in the road. Now, I know what is expected, know all of the
routines, and am familiar with what I have to teach. I am now starting to explore in my
teaching and taking risks, which the administrators encourage.”
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The fourth year teacher interviews revealed a feeling of stress related to the fourth
year tenure presentation that was to be presented to the central administrators as a
culminating requirement before being granted tenure. Although the fourth year teachers
felt supported in preparing the presentation, having to present in front of the
administration was viewed as a stressful endeavor.
One fourth year teacher said, “In the fourth year administrator meetings, Mrs. X
gave us each one-on-one attention. She showed me exactly what to do. So, I wasn’t
worried about the presentation itself, but I am scared to death to present to the
superintendent and the rest of the central office administrators. I think I am most scared
that I will do a horrible job and won’t receive tenure.”
A different fourth year teacher stated, “I know that most fourth year teachers
receive tenure, but I don’t want to be the exception. So, it’s a little nerve racking.”
Research Question One
The first research question asked, “How can an individualized induction program
for teachers in the first to fourth year of teaching prepare individuals for the
responsibilities of teaching?” An individualized targeted induction program for teachers
in the first to fourth year of teaching prepares individuals for the responsibilities of
teaching because it is not linear in its focus. The teachers are provided supports through
colleagues, mentors, principals, and building and district administrators. It was a
community effort that supported the newest members of the school and district. The
areas of focus for the induction activities included orientation, professional development,
observation of best practices, feedback on strengths and areas of growth, and
collaboration with colleagues. Each non-tenured teacher in their first through fourth year
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of teaching received what he/she needs in order to grow. The determination of needs was
generated by colleagues, mentors, administrators, and were also self-identified by the
novice teacher.
Although reflection is mandated in the fourth year of teaching in a culminating
portfolio presentation, reflection occurred throughout the four years. The meetings,
discussions, observations, and provided experiences called upon the novice teachers to
critically reflect on their practices and identify areas of strengths and needs. As a result
of identified needs, the novice teachers were supported in their efforts to grow in the
areas identified through the induction activities and supports. At the conclusion of the
four years before tenure is granted, a teacher needs to create a presentation that
demonstrates their reflection on growth over the past four years. The presentations are
digital portfolios that expand the first year of teaching through the fourth and include
multi-media clips of evidence that supports the claims put forth by the teacher in their
reflections. The central administrators are the audience for the presentation.
The participating teachers rated the multi-faceted induction supports on a fourpoint scale with the majority of the inductions reported as “Beneficial” or higher than
“Beneficial”. A few rated slightly below the” Beneficial” rating, but were still
considered better than “Somewhat Beneficial”. Not a single induction activity was rated
at “Somewhat Beneficial” or “Not Beneficial”.
The supports provided were selected to develop the knowledge, skills, and
instructional practices of teachers. The activities varied from being provided in-district to
being out-of-district. Topics addressed were designed to target known areas of weakness
for novice teachers, such as, classroom management and student engagement. However,
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other supports were provided based on teacher input and mentor and administrator
feedback as a result of identified areas of need. Currently, there were 16 different
induction activities available to novice teachers: Welcome orientation, buddy teacher,
mentor, observation of colleagues, observation by colleagues,
observations/evaluations/walkthroughs, in-district professional development, out-ofdistrict professional development, professional learning communities, best practices
video archive, non-tenured teacher collaboration, non-tenured teacher/mentor
collaboration, central administrator non-tenured teacher meetings, principal non-tenured
teacher meetings, administrative support, and principal support.
Research Question Two
The second research question investigated, “From the perspective of mentors,
principals, and teachers in their first to fourth year of teaching, how have induction
opportunities addressed identified areas of need?” Throughout the four years of support,
teachers were able to either identify an area of need or had an administrator, mentor, or
colleague make the area of need known. In all cases, the induction activities were readily
available or the administrators were open to listen to the needs and created or found new
learning opportunities to address those areas of need. During the interviews, teachers
were able to share how in observations, evaluations, and walkthroughs, teachers and
administrators were able to identify areas of strengths and areas each needed or wanted to
grow within. Principal and administrative supports were rated by participants as
providing the highest two benefit ratings out of all of the induction activities. Supports
were identified and/or provided that enabled the teachers to achieve the set goals for
personal growth. As previously stated, the survey results yielded benefit scores that
124

ranged from slightly below “Beneficial” all the way up to just under “Very Beneficial”.
The average benefit rating of all induction activities combined were 3.18, which is
slightly above the three-point score for the “beneficial” rating. These results indicate that
the provided induction activities were perceived as being beneficial.
However, although the provided induction activities were beneficial, there were
other possible induction activities that could have been created and/or offered that could
have addressed needs not currently being addressed or current needs already addressed.
A survey requesting benefit ratings on new induction activities that were created as a
result of input from interviews had been administered to participants at the end of the
study. The results produced four additions to the induction program. The highest rated
new induction activity scored a 3.27 benefit level on a four-point Likert scale. The
induction activity proposed to have mentor teachers assigned from the same grade level
or subject area as the teacher being mentored. At the same 3.27 rating, a second
induction activity requested having practical, relevant, and hands-on learning experiences
be part of the administrator non-tenured teacher meetings instead of reading articles. The
next new induction activity at a benefit score of 3.20 was to have fifth year teachers share
or present their fourth year tenure presentations with the first to fourth year teachers. The
final new induction activity at 3.20 was to create a “Board” where teachers in their first
through fourth year of teaching would be able to post areas where they would like to
grow in their knowledge and understanding. This would be achieved by observing in
classrooms that were currently using the area of interest in their classroom practice. The
experienced teachers would extend the invitation to the novice teacher to observe in their
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classroom at a designated time slot where they would be able to see the area of interest in
action.
Mentors and principals expressed in the interviews that they experienced growth
in the abilities of teachers from the beginning of the first year to the end of the current
year. From the perspectives of the mentors and principals, descriptions of the novice
teachers emerged including, “confidence”, “taking risks”, “seeks help”, and
“implementing things they learned”. Principals witnessed growth in their observation,
evaluation, and walkthrough reports and attributed it to the supports the novice teachers
received throughout the induction program. Principals indicated that they suggested
and/or provided supports from the induction list when they identified an area of need and
then monitored the area for improvement. The principals reported that they noted
improvements in the novice teachers as a result of the provided supports. The
collaborations and meetings with mentors and principals had provided an open and
informal feedback loop that had been identified as informative for mentors and principals
and resulted in a means of informally monitoring new teacher progress.
In conclusion, the principals attributed improvements in instructional practices
and confidence in teaching as a result of receiving supports in both quantity and quality
in a manner never before provided in the district.
Research Question Three
The third research question asked, “Which instructional areas does a
differentiated induction program positively impact for teachers in their first to fourth year
of teaching?” The instructional areas impacted varied from teacher to teacher and were
dependent on identified needs and areas of interest of the novice teacher. Due to the
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ability of the induction program to access the strengths of teachers in all areas of teaching
and learning, the induction program positively impacted any targeted area as long as the
administrator, mentor, or teacher identified the needs and then sought the associated
supports. The interviews revealed that in some cases when the induction activity could
have supported an identified area of need, the novice teacher did not take advantage of
the provided opportunity. The reasons varied. Some teachers did not want to impose on
their colleagues for assistance. Others were hesitant to miss teaching their own students,
did not want to expend the extra effort to prepare substitute plans, or felt the support may
not have been able to adequately meet their needs. Therefore, as a result discovered
through the interviews with teachers, mentors, and administrators, a comprehensive list of
areas impacted differed from one participant to the next. They included student
engagement, classroom management, technology integration, lesson planning, content
instruction, data-driven decision making, and individual and small group instruction. In
other cases, some induction supports were used during certain years, but no longer
needed in later years. They reported that their needs changed as they improved in their
instructional knowledge, skills, and practices. When novice teachers experienced
improvements, they were the result of one induction support or the combination of
several induction supports. Due to the diverse needs, a one size fits all approach to
induction would not have been able to meet all of the needs and produce an outcome of
improvements in different instructional areas. Relying only on mentoring would have
been reliant on the knowledge, skills, and instructional practices of the mentor teacher
and their understanding of the needs of the novice teacher.
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Research Question Four
The fourth research question asked, “To what extent has the induction program
provided opportunities for mentoring, collaboration, professional development, and
reflection?” Mentoring, collaboration, professional development, and reflection were
interwoven with one being part of the others and each was present in every induction
activity. In order to develop novice teachers into effective educators, the induction
program had a focus on the four key areas: mentoring, collaboration, professional
development, and reflection. Each of these elements were crucial in providing a multidirectional approach to developing areas of need and afforded a support structure that
yielded benefits that could be reaped throughout one’s career. Within the framework of
the multi-faceted individualized induction activities, mentoring was provided through
different roles. The official mentoring occurred through a formal mentoring program
mandated by the state of New Jersey. Also, the mentors provided guidance through
collaborative sessions undertaken by mentor and mentee, and through one-on-one
sessions and group mentor-mentee open discussions. Additional mentoring support and
guidance were provided within the other induction activities available through the
principals, administrators, and teaching colleagues. Each induction activity and the
person or persons providing it guided the novice teachers to think about and approach
instruction in a different manner. Through interviews, participating teachers, mentors,
and principals shared a common belief that all professionals who come in contact with
the teachers serve in the role of a mentor because each shares wisdom and skills based on
personal experiences. Each contributed to developing the first to fourth year teachers into
professionals that demonstrated growth in the targeted areas of need. Mentors need to
128

use observational data as the central focus of discussions with novice teachers. The
observational information centered dialogue should be used to provide positive growth
opportunities to novice teachers in an effort to inform and improve instructional
practices.
A common importance of continuous reflection was voiced during the interviews.
Reflections came in the form of feedback on lesson plans, implemented lessons, and
instructional strategies and resources selected. Teachers shared that observations,
evaluations, and walkthroughs all forced them to be reflective on their practices, even
when they didn’t agree with what was written in the reports. Furthermore, teachers
shared that they viewed the fourth year administrator meeting’s tenure presentation as a
form of purposeful reflection in order for the teacher to self-identify the growth that had
been achieved over their past four years of teaching. A common observation by fourth
year teachers who had presented the tenure presentations were that they could not believe
how much they thought they knew when they started teaching, yet, when looking back
realized how much they needed to still learn. Although some felt they had become
experts in limited areas, all felt that their growing was still an ongoing process and
considered themselves lifelong learners. This assessment was shared in interviews by
mentors and administrators, as well.
The selected methods of the study and the inclusion of teachers, mentors, and
principals as participants afforded the researcher with a multitude of data points, both
qualitative and quantitative, which provided a stronger relationship for the findings.
Surveys provided concrete black and white responses that were able to be compared to
one another. The comparisons revealed the differences in perceptions of participants.
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Whereas, the interviews allowed open responses, which showed the multiplicity of the
participants and how each individual was unique with their own needs, desires, and
actions.
Evidence of Trustworthiness
In an effort to improve internal validity, eight new teachers were included from
each of the three grade level spans – elementary middle, and high school. The sampling
of participants was evenly selected from each of the four years of experience and from
each building in the Centerville Public School District. By evenly selecting the
participants, the responses were representative of the broader preschool to 12th grade
population of first to fourth year teachers working in a racially diverse suburban public
school district.
Since the researcher was employed with the district where the study took place,
familiarity with the organization’s culture had already been established. Furthermore, the
researcher had prolonged engagement with the participating teachers, mentor, and
principals, which assisted in establishing a relationship between the researcher and
participants. When the researcher engaged in elements of the study, it was made clear
that the researcher’s role was as a researcher intent on investigating the research
questions. Respondents were encouraged to be frank in their responses so as to ensure an
accurate representation of the impact of induction experiences on teachers in their first
four years of teaching in the district.
The researcher checked for accuracy and validity in the study through the use of
specific procedures and through the use of a consistent research approach. The validity
strategies that were utilized involved triangulation of data from multiple participants
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before identifying themes. Additionally, triangulation was achieved through the
gathering of data through different methods: interviews and surveys. Interview
transcripts were shared with each participant before coding of transcripts was undertaken.
After themes were identified, the findings were shared with participants for feedback, as
well, in order to ensure accuracy. Triangulation of data was also achieved by gathering
data from different perspectives within the organization: mentors, administrators, and
teachers in their first four years of teaching with the district. The individual viewpoints
and experiences were verified against one another, thus, forming a richer picture based on
the contributions from the varied range of individuals. During the interpretation phase of
the study, interpretations were shared with family, professional colleagues, and outside
readers in an effort to determine the honesty of interpretations (Krathwohl & Smith,
2005).
Although the intent of the study was to investigate the impact of using multifaceted induction activities differentiated to individual needs with preschool to 12th grade
teachers in their first four years of teaching teachers in the Centerville Public School
District, the provided multi-faceted induction activities could be transferred to other
districts if similar conditions existed. The staff and administrative involvement dedicated
to providing the supports to participating teachers would need to be committed for the
endeavor to enhance the learning experiences of novice teachers. Additionally, similar
importance and emphasis on providing professional development opportunities must be
made available to novice staff. Furthermore, a similar level and type of multi-faceted
induction activities would need to be made available to preschool to 12th grade teachers
in their first four years of teaching with the district. Lastly, consideration must be given
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to the fact that districts may have differing expectations as to what constitutes best
instructional practices, which could alter the impact and outcome of the provided
supports to the novice teachers.
The provided system of induction activities and its ability to yield dependable
results were demonstrated by the interview and survey input provided by the different
participating groups: mentors, administrators, and teachers in their first four years with
the district. The provided information was achieved through a consistent approach used
in interacting with the participants, questions posed to participants, and sharing of
information. The dependability was further supported by triangulation through the use of
different data collection methods, and sharing the provided information, identified
themes, and findings with participants in order to ensure accuracy and completeness of
the information.
Reliability was achieved by creating an audit trail, coding and recoding, and peer
examination. The audit trail started with a detailed recording of used methods and
procedures so that other researchers desiring to replicate the process would be able to do
so. The audit trail entailed storage of all recordings, transcriptions, surveys, and draft
interpretations in a location that could be accessed by external reviewers with permission
of the researcher.
Although bias can enter the research design process due to the researcher and/or
participants, the researcher was cognizant of potential preconceptions about the subject.
The researcher fully informed participants of the purpose of the study, any benefits or
potential risks participants may experience, and stressed the importance of full
participation in the study.
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Summary
Teachers in their first to fourth year of teaching in Centerville Public School
District were prepared for the responsibilities of teaching due to being provided
individualized induction activities to meet needs identified by mentors, administrators,
and through self-reflection by the novice teacher. The supports were provided by
colleagues, mentors, principals, and building and district administrators through focuses
on orientation, professional development, best practices, feedback, collaboration, and
reflection. The provided supports were rated on average as higher than “Beneficial” (3),
which provided them what they needed in order to grow as professionals.
As a key factor in enabling novice teachers to work towards achieving personal
growth, the participating teachers identified the openness of colleagues and
administrators in listening to and providing participants learning opportunities based on
identified needs. However, the provided induction activities could be expanded further in
order to potentially afford additional benefits through the support network.
Mentors and principals identified notable growth in new teachers in areas of
confidence, taking risks, seeking assistance, and implementing knowledge, skills, and
resources learned through provided induction activity learning opportunities. According
to mentors and principals, the growth of novice teacher was attributed to the provided
supports, as well as, the open collaboration and communication feedback loop where
participants received continual guidance and support.
The instructional areas impacted by the induction activities varied based on areas
of need as identified by mentors and principals and self-identified areas of need and
interest by the participant teachers. The areas impacted included student engagement,
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classroom management, technology integration, lesson planning, content instruction,
data-driven decision making, and individual and small group instruction.
Lastly, the induction program had a primary focus on mentoring, collaboration,
professional development, and reflection. Each focus was achieved through a multidirectional approach designed to develop the identified needs through a provided support
system of mentors, colleagues, various administrators, and in-person and digital
resources.
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Chapter 5
Summary, Conclusions, and Recommendations
Teachers in their beginning years of teaching often are not adequately prepared
for the challenges of teaching. As a result, teachers experience dissatisfaction in the
teaching profession resulting in high attrition rates during their first four years of
teaching. The purpose of the conducted study was to improve induction of new
preschool to 12th grade teachers through differentiated induction activities tailored to
individual teacher’s needs, which would impact instructional knowledge, skills, and
practice.
The study’s findings revealed that by providing a multitude of induction activities
tailored to identified individual needs, a higher correlation to job satisfaction and benefits
were found when compared to any one induction activity by itself. Mentoring, an
induction support found to positively influence teacher retention and a key component of
effective induction programs (Hallam et al., 2012; Feiman-Nemser, 1996), did not have
as strong of a correlation to job satisfaction when provided as a sole induction activity.
However, when mentoring was combined with all induction activities, a stronger
correlation to job satisfaction was found. Furthermore, when participating teachers rated
the benefit level of the offered induction activities, mentoring ranked 12th out of 16 in the
list, although mentoring was ranked as beneficial. On a four-point scale, 12 of the 16
induction activities rated higher than (3) Beneficial up to almost (4) Very Beneficial and
four of the 16 induction activities rated significantly above (2) Somewhat Beneficial and
slightly below (3) Beneficial. When benefit ranking of all induction activities were
averaged, they scored above the beneficial (3) rating and higher than mentoring rated by
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itself. Mentors and principals identified changes in novice teachers including,
“confidence”, “taking risks”, “seeks help”, and “implementing things they learned”.
These findings demonstrate that a multi-faceted induction system produced benefits and
job satisfaction.
Interpretation of the Findings
The study revealed that an induction system that provided multi-faceted induction
activities impacts a novice teacher’s knowledge and skills, enables a differentiated
individualized approach through the providing of a multitude of induction activities, and
when a community of support is present, teachers will grow in their abilities to teach.
The findings are supported by Carver-Thomas and Darling-Hammond’s (2017) recent
findings. The authors investigated the attrition trends of Black female teachers and
determined benefits could be achieved through a tailored approach to induction. The
study found that interventions specific to the Black female teacher group need to be in
place in order to improve retention rates. The rationale was due to Black female teachers
experiencing differences in their teacher preparation. As a result, the study called for
policy revisions that would put in place changes in teacher mentoring and induction for
this group.
Impact on Knowledge and Skills
The field of education has been challenged with the responsibility to ground new
teachers, help them grow in confidence and experience, and give the novice teachers
supports in their career choice (Jandoli, 2013). The studies in the literature review and
cited above demonstrated how different induction components were able to positively
impact novice teachers by improving knowledge, skills, and job satisfaction by providing
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one induction activity or combining different induction activities to bring about desired
positive changes. The induction activities in these studies included mentoring,
professional development, collaboration, school leadership support, and professional
learning communities with each experiencing improvement in teacher satisfaction,
classroom management skills, instructional strategies, and meeting new teacher’s
personal and professional needs. The extensive induction supports provided in the study
included all of the induction activities from the other studies in the literature review, as
well as, additional induction activities. These were able to yield positive outcomes when
combined. Combined, they had a higher correlation to job satisfaction than any single
induction activity.
Multiple Induction Activities
The wide-ranging induction activities provided choice to participants and due to
the high number of induction activities available, made tailoring induction activities to
identified needs easier. Furthermore, the structure of the conceptual framework
permitted the expansion or changing of the provided induction activities, while still being
able to improve instructional knowledge, skills, practice, and contribute to job comfort
and job fulfillment, which in turn influences job satisfaction.
The pilot study confirmed and extended the findings of other research where
improved outcomes were experienced by novice teachers through the inclusion of more
than one induction activity. Although Feiman-Nemser (1996) and Hallam et al. (2012)
identified mentoring as a critical topic in positively influencing teacher retention and
being a key component of an effective induction program, Smith and Ingersoll (2004)
found that effective induction programs require more than mentoring and should be
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comprised of induction packages. The induction package provided by Centerville Public
School District included 16 different induction activities, which is more extensive than
the research found and included in the literature review. Within this study, the findings
demonstrate that mentoring had a strong correlation to job satisfaction at a Multiple R of
.816 and Adjusted R Square of .645, but was surpassed by principal support having a
strong correlation to job satisfaction at a Multiple R of .824 and Adjusted R Square of
.659. When combining all provided induction activities, the findings demonstrate that a
strong correlation to job satisfaction at a Multiple R of .906 and Adjusted R Square of
.810, which is significantly higher than all other single induction activity to job
satisfaction correlations. The data if further supported by the beneficial ratings with
mentoring by itself scoring a 3.06, which is slightly above the beneficial (3) rating, but
the combined induction activity beneficial ratings scoring a 3.18. The combined rating is
0.12 higher than mentoring alone indicating that a higher level of benefit was received
when the induction activities were combined. The benefits identified by mentors and
principals included novice teachers improving in confidence, taking risks, seeking help,
and implementing things they learned. Participating teachers identified realizing how
much they had grown as education professionals and how their comfort level with
teaching had improved.
Culture of Support
The system in this study utilized a multitude of 16 different induction activities,
which participants stated would not have been possible without the commitment and
contributions of various school and district stakeholders. The induction system in the
study involved teachers, mentors, principals, and administrators in conjunction with
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internal and external resources, all working in unison to provide supports in various areas
of identified need. The findings of the study confirmed the key discoveries by Moir
(2009) who found that induction systems require a system-wide commitment to
developing teacher effectiveness.
A further confirmation and extension of this pilot study in comparison to other
research indicated induction activities demonstrated a leadership team that provided
supports to its teachers and made available numerous opportunities for novice teachers to
form collegial relationships with one another, as well as, more experienced teachers,
mentors, and administrators. Furthermore, this study demonstrated a school culture of
support as evidenced by the involvement of teachers and school and district leaders in
providing induction activities and supporting teachers in their first four years of teaching
in the district. The available 16 different induction activities included professional
learning communities, opportunities for collaboration, teacher control and choice, which
were able to be accessed by participating teachers so that the provided supports could be
selected and tailored to meet their individual needs. Moore Johnson (2015) found that
the most desired working conditions that predict teacher satisfaction were when school
leadership supported teachers, opportunities were provided to form collegial
relationships, and elements of a positive school culture were present. A school’s culture
is influenced by the school leaders, who are the individuals having a significant impact
on the career commitments of teachers (Tamir, 2013). Sterns et al. (2015) found that
professional communities, collaboration, and teacher control were all predictors of
teacher satisfaction. Klassen and Chiu (2010) identified that when teachers possessed
classroom management skills along with a repertoire of instructional strategies, teachers
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were found to be satisfied. The provided induction program incorporated all of these
components.
Community of Inquiry
Throughout the pilot study, a community of inquiry was leveraged to involve
participants in the process of inquiry into the problematic situation of providing novice
teachers supports to improve their instructional knowledge, skills, and practice. The
inquiry demonstrated the inter-connectedness of the members of the school community
and their impact on novice teachers’ instructional knowledge, skills, practice, and
satisfaction within the job of teaching. Through sustained communication, the
community of inquiry approach led participants to question, reason, connect, discuss, and
problem-solve. Baker (2010) found that open group discussion times for problemsolving ranked the highest as a best practice. This occurred throughout induction
activities as participants drew relationships between teaching practices, encountered
situations, induction activity experiences, and achieved through the various group
discussions with principals, central administrators, mentors, and colleagues. The
induction learning experiences were differentiated to individual needs and personalized
where the teacher had choice in engaging in or not engaging in certain induction
components. Since the participant group had been comprised of individuals in their first
four years of teaching in the district, the reflection covered the four-year time span of
experiences. The participants provided first-hand insights and constructed meaning
through sustained communication into how differentiated induction activities influenced
their instructional practices and resulted in satisfaction with their teaching environment
and experience.
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Pre-Service Teachers
Centerville’s novice teachers came to the classroom with limited real-world
teaching knowledge, skills, and experiences. The multi-faceted induction system assisted
teachers in bridging the gap between pre-service teaching preparation and the realities of
being responsible for effectively taking on the tasks of leading instructional practices
within the classroom. The varied activities provided supports in self-identified areas of
needed growth and in areas identified by colleagues, mentors, and administrators. As the
professional needs of new teachers were met, a high level of satisfaction in the working
environment and profession was experienced as evident through the survey and interview
data, which findings from other studies indicate will likely result in a continuation of
employment (Johnson & Birkeland, 2003). Furthermore, the decrease in mobility of new
teaching staff will result in a growing understanding of instructional practices and a
stability of the district’s teaching team. An expected outcome of these improvements will
result in a positive impact on student, building, and district performance (Guin, 2004).
Mentoring
Mentoring support was achieved through a formalized approach, which surpassed
the state mentoring guidelines by creating a system of accountability that ensured
mentors and mentees met on a consistent basis. The approach incorporated group
mentor-mentee discussion group meetings where first year teachers were able to question,
reason, connect, discuss, and problem-solve areas of concern or interest, which further
enhanced a culture of collaboration and inquiry. The role of the mentor needs to be
focused on working with novice teachers in conducting observations, analyzing
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observation data, and using the information to alter instruction by providing instructional
support through a positively experienced professional growth opportunity.
Through surveys and interviews, mentoring was rated as a beneficial activity with
many participants stating that the mentor-mentee relationship continued even after the
official mentoring period had expired. On the benefit surveys submitted by the
participants, mentoring was rated at 3.06 and Buddy Teacher was rated as 3.12, which
were both above the “Beneficial” rating.
Furthermore, self-extended mentoring and inclusion of buddy teachers resulted in
a model that extended mentoring beyond the first year of teaching, which FeinmanNemser (1996) found to be linked to a vision of good teaching and creation of a culture
of collaboration and inquiry. The willingness of novice and more experienced teachers to
continue to work together in addressing teacher needs is evidence of colleagues working
together for the common goal of improving teacher practices (Bartlett & Johnson, 2010).
Professional Growth
The cornerstone of any teacher’s development is through professional growth,
which occurs as a result of purposeful supports provided based on identified needs.
Berhrstock-Sherratt et al. (2014) survey of the National Teachers of the Year identified
the most important experiences and supports of professional growth included access to a
mentor, collaboration with colleagues, common planning time, professional learning
communities, self-developed professional growth plans, self-reflection opportunities,
access to a supportive principal, and placement that aligned to talent and certification of
the teacher. Centerville’s multi-faceted induction activities were self-selected by the
novice teacher and suggested by colleagues, mentors, and administrators with the intent
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of assisting the teacher to grow in identified areas to improve their instructional
knowledge, skills, and experiences.
Professional growth occurred as a result of a collaborative effort of various
members of the school educational community. The participant interviews revealed that
novice teachers worked with grade level and subject area colleagues, officially assigned
mentors, unofficial buddy teachers, and administrators, as well as, accessed the archive of
best practices videos and attended out-of-district professional development opportunities
in order to further develop themselves professionally. At the core of each of these
experiences were opportunities for reflection either purposefully included and/or
occurring as a result of the nature of the novice teacher to be self-reflective. As part of
the administrative meetings, fourth-year teachers had to create a tenure presentation,
which served as a tool for reflection. Teachers that had undergone the creation of the
presentation stated, “It was stressful creating the presentation and knowing you were
going to have to present to the administrators, but I was really surprised at how much I
had grown over the years. I was glad I was required to do it.”
In all three of Centerville’s schools, the participating study teachers expressed the
approachability and helpfulness of the principals and administrators. Study participants
stated, “My principal is very open to me popping in to talk about my struggles and
successes. He and I talk about available opportunities that I could use to become a better
teacher.” The principal and administrative supports were the two highest rated activities
in the benefit survey. In the interviews, the principals shared, “As the principal, I learn
through my conversations with my staff. I don’t know everything. I am amazed at the
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knowledge and skills each of these individuals have and their quest to continue their own
learning. They inspire me!”
The novice teachers self-developed professional growth plans after each
observation, walkthrough, and evaluation. As a result of the feedback provided through
each assessment, the teacher and administrator discussed the lessons and instructional
practices evident in the classroom setting and collaboratively reviewed activities that
could bring about improvements. The teachers decided on the path they desired to
follow. In the summative evaluation meetings, teachers explained how they created their
professional growth plan for the next year and shared it with their principal. Each of
these approaches empowered the teacher with the choices of how they could grow as a
professional while providing them the necessary support to make the plan attainable.
Two areas that still are still in need of improvement in Centerville Public Schools
are common planning time and professional learning communities. Due to scheduling
constraints, these two interconnected areas experienced the most inconsistency in
application across the district. The lack of common planning time negatively impacted
the ability of teachers to collaborate both informally throughout the school day and
during formal professional learning communities. The inconsistency led to an imbalance
of support across the district in these areas. As a result, the benefit rating for PLCs was at
the lowest of all of the induction activities (2.59). Although this rating is above the
“Somewhat Beneficial” rating, it does fall below the “Beneficial” rating.
As a community of inquiry, this will be an area that will need to be looked at
more closely in order to formulate a solution so a positive impact can be achieved.
District members need to leverage time and technology to create professional learning
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communities that are not constrained by the allocated PLC time. By doing so, created
professional collaboration opportunities can be leveraged to benefit students.
Teacher Attrition
The four themes that contribute to teacher attrition identified by Billingslevy
(2004) include teacher characteristics and personal factors, teacher qualifications, work
environments, and teacher reactions to work. The qualifications of teachers for a position
were not only be based on their certification, but were inclusive of their pre-service
preparation, life experiences, and identification of needs and providing of supports while
in the teaching position. The multi-faceted individualized instruction activities provided
by Centerville Public Schools focused on individual teacher needs. By doing so, the
personal factors were able to be addressed and the work environment became one of
collaboration and support as evidenced by the benefit survey ratings and identified
interview theme of support. The highest number of codes were in the support theme,
with the codes numbering 277 with associated codes including collaboration,
cooperation, team, mentor, and buddy. The two highest rated areas of benefit were
Principal Support (3.88) and Administrative Support (3.65). Each of these two areas
were significantly above the “Beneficial” rating and were slightly below the “Very
Beneficial” rating. A review of the regression analysis of the JDI/JIG to principal
support and JDI/JIG to administrative support reveal a strong correlation and relatively
strong correlation of the activity to job satisfaction, which are ways to gauge participants’
reaction to work. Combined, these data sources indicate that the multi-faceted induction
activities have the ability to impact novice teachers in areas identified by Billingslevy
(2004) as contributing to teacher attrition.
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Schools could create a supportive work environment by providing teacher needed
supports in instruction, student-interaction, and classroom management, while increasing
knowledge pertaining to effective instructional practices. As a result, teachers were
better prepared and qualified to teach, which resulted in higher satisfaction levels. Such
preparation requires districts to provide ample training in identified areas of need through
an induction system that offers a multitude of activities to address the varied needs of
novice teachers.
Limitations of the Study
The pilot study is limited due to the small study size used in comparison to the
number of teachers nationwide in their first to fourth year of teaching. A larger size
would bring in a broader diversity in teacher experiences and include teachers in each
grade level from preschool to 12th grade. In order to expand the sample size, districts
with similar offerings would need to be identified and included in the study, which may
not be possible due to the unique nature of the induction activities provided. Additionally,
the study is situated in a suburban area, not rural, or urban. The findings could differ in
these other settings due to distinctive needs and encountered situations in the classrooms
of these alternate settings. A final limitation is the pre-service knowledge and skills of
participating teachers in the study may be different than those possessed by novice
teachers in other settings. Due to the varied teacher preparation experiences, the
knowledge, skills, and needs may differ than the study group. As a result, the findings
may differ.
An assumption that may be present in the study is that all districts have a similar
number of administrators, mentors, and colleagues available to provide some of the
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induction activities or that all administrators approach the responsibility of providing
induction to the school and district in the same manner. In some school and district
settings, the personnel available may be limited or more extensive. The school and
district size may also impact other settings in being able to provide in-district
professional development. Teacher contracts differ from district to district and state to
state, which may negatively impact the ability of a school or district to utilize staff
members for professional development, lesson recording, and collaboration. Finally, the
technological skills and resources may be limited in other settings that would limit a
school or district’s ability to record and offer an archive of best practice videos.
An existing bias is that all schools and districts have a teach force that is willing
to provide support to their novice colleagues. Additionally, a bias exists that master
teachers are present in every school and in every type of district.
Recommendations
Schools and districts can improve the work environment by providing teachers
needed supports in instruction, student-interaction, and classroom management, while
increasing knowledge pertaining to effective instructional practices. By doing so,
teachers will be better prepared and qualified to teach, which will result in higher
satisfaction levels and positively influence teacher attrition rates. Such preparation
requires districts to ensure they are providing ample training in targeted identified areas
of need, particularly through an induction system that delivers support and empowerment
of teachers.
The outcome from the research was shared with the participants and
administrators in the district. The sharing was accompanied by discussions regarding the
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findings and how the information could be used to improve induction activities for new
teachers in the district. A continuation of monitoring of attrition rates, satisfaction levels,
induction activity benefits, and assessment of existing and needed induction activities
will be conducted on an ongoing basis to ensure continual improvement.
On a local level, an immediate follow up to the study within Centerville Public
School District would be to implement the suggested new induction activities and
monitor their effectiveness in providing benefits to instructional practices, knowledge,
and skills. A suggested list of additional induction activities was developed from the
Proposed Induction Activities Survey (Appendix E) results provided to study
participants. The highest rated benefit was to have a mentor formally assigned from the
same grade level/subject area. The next highest rated new induction activity was to have
practical, relevant, hands-on learning experiences instead of reading articles for the
monthly administrator meetings with first to fourth year teachers. The third addition
would be to have the fifth year teachers meet with the first to fourth year teachers to
discuss and present their tenure presentations, which is a requirement of the fourth year
teachers. The final suggested addition was to have a board created where novice teachers
could post areas of interest where they would like to observe. Other teachers
implementing the desired practice in the building or district could extend an invitation for
them to observe the area of interest being implemented in their classroom.
For Centerville, interview data revealed that teachers felt inadequate and
unprepared in meeting the needs of English Language Learners (ELL) and students with
behavioral needs. Since Centerville is experiencing an increase in ELL students and
students with behavioral needs, an inclusion of training and resources in these areas
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within the induction experience is warranted since such training is not part of most preservice programs and is not currently purposefully part of the existing induction program.
Furthermore, when new induction activities are added to existing activities, a
survey should be conducted to measure their combined impact on job satisfaction and
retention of teachers in their first to fourth year of teaching. Lastly, a longitudinal study
of the lasting benefits of the provided induction activities should be conducted to
determine if there are long-term benefits from the provided induction activities and if the
practices of collaboration, professional development, mentoring, and reflection are
internalized by recipients and utilized throughout their careers.
As an extension of the pilot study, more extensive research should be conducted
on the impact of the frequency of provided induction activities on performance and job
satisfaction. The rationale would be that additional improvements to a multi-faceted
induction program could be enhanced by increasing the occurrence of experiences with
specific induction activities based on identified needs.
An additional study extension could be conducted to determine which
instructional areas are most impacted by each induction activity. By knowing this
information, an induction program can ensure the novice teachers struggling in specific
areas are targeted to receive additional supports that have been proven to yield positive
outcomes in those areas of need.
On the policy level, the findings should be used to inform current induction
practices in the state of New Jersey. Although mentoring requirements have been
extended from one to two years, a single induction activity program will not yield the
same correlations to job satisfaction and benefit than a system that includes a multitude of
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induction activities differentiated to each teacher’s identified needs. Policies could be
rewritten to require school districts to develop and provide more extensive induction
programs and extend those offerings over the first four years of teaching until tenure is
achieved.
Leadership had a significant impact on novice teachers’ growth in knowledge,
skills, practice, and satisfaction levels. Principal and administrative support yielded the
two highest benefit ratings out of all the 16 provided induction activities. Building and
district leadership should use the findings from the study to inform them of the impact
and influence leadership has on the job satisfaction of novice teachers. Furthermore, the
supports that leadership provide to individuals going through an induction process in a
school and district are beneficial at levels that may not have previously been realized by
leadership prior to the publication of the study’s findings. The new understanding should
be leveraged to further support the teaching force new to the profession.
Future Studies
Since the pilot study did not include new teachers from every grade level and
subject area at each of the four years of experience, a future study should be conducted
with participant representatives from each grade level, subject area, and year of
experience during the first four years of teaching. A more representative sample of this
size and configuration would yield results that would be more readily applicable to
novice teachers across the nation. Furthermore, since new teacher induction
opportunities and needs vary from district to district and are affected by district location,
socio-economic environment, and available resources future studies should be conducted
of the same design in each of these areas, as well.
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Implications
Teachers entering the profession are under the impression that they will be
adequately supported in their beginning years in a manner that would further build upon
the knowledge and skills they acquired during their pre-service training. Novice teachers
expect guidance from colleagues and administrators and want to develop in order to be
able to meet the individual needs of their students. Teachers new to the profession would
expect to be treated as they treat their students, which is to have supports differentiated to
meet their individual needs. However, the current system of a singular or severely
limited induction support system primarily provided through mentoring is not addressing
the vast needs of teachers in their first to fourth year of teaching.
A system that provides a multitude of individualized induction activities
positively impacts instructional knowledge, skills, instructional practices, job comfort,
job fulfillment, and job satisfaction, which results in improved retention rates for teachers
in their first four years of teaching. The induction program’s success could be used as a
model for other schools to emulate. For Centerville, it provided the district an
opportunity to evaluate the existing induction practices, infuse new supports based on
teacher feedback, and look at new suggestions to be implemented for the coming year.
A highly supported and informed teaching staff will help each member grow in
confidence and experiences and give the novice teachers support in their selected career
choice. The systematic process will meet the personal and professional needs of teachers
new to the profession.
As the newly appointed superintendent of Centerville Public School District, the
researcher has a vested interest in the continued success of its novice teachers so that
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students are provided instruction by highly qualified professionals. Like districts across
the nation, Centerville Public School District is beginning to encounter fiscal difficulties.
Therefore, it is in the financial interest of the district staff, students, and community to
best maximize the financial resources so that funds are not wasted on recurring
recruitment and training. In order to ensure the created induction program’s continuation,
regardless of the district leader in place, policies detailing the program will be created
along with an annual cycle of re-evaluating the existing induction activities and
exploration of replacement and/or creation of additional activities.
Centerville Public School District has been on the cutting edge in many endeavors
it has undertaken. The district already receives attention by New Jersey Department of
Education, US Department of Education officials, researchers, teachers, and instructional
leaders from across the state who are interested in learning about the implemented
initiatives and the outcomes from the actions. The created induction program providing
multi-faceted individualized induction activities tailored to individual needs can serve as
a model for districts across New Jersey and/or the nation. The soon to be expanded 16
induction activities can provide other school and districts a framework on which to build
their own induction program, despite a lack of guidance from the United States or New
Jersey Departments of Education. Regardless of school or district, education institutions
desire to have a talented workforce that is properly equipped to provide students with the
required knowledge and skills so that the institution can ensure students are collage,
career, and life ready.
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Conclusion
Teachers are the most important resource that students will come into contact with
on a daily basis in schools across the nation. It is in the best interest of students, teachers,
administrators, parents, and communities if the school system invests the time and
resources into developing teachers into professionals that possess the knowledge and
skills to positively impact students through the knowledge and use of best instructional
practices. As a result of improving the knowledge and skills of every novice teacher,
teacher satisfaction will be improved and by extension teacher retention rates will
increase. The investment of time, energy, and resources in the novice teaching staff will
result in the dividend of retaining a skilled and knowledgeable staff that will serve as the
foundational resource for incoming new staff members in years to come. A supportive
approach that utilizes multi-faceted induction activities that are tailored to the individual
needs of first to fourth year teachers has yielded positive benefits for the recipients of the
induction activities and by extension the students of the district.
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Appendix A
The Job Descriptive Index Including The Job in General Scale Survey
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Appendix B
Stress in General Scale Survey
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Appendix C
Induction Benefit Survey
Survey Questions – New Teacher Participants:
Definition: Induction - A process of introducing an individual into their new position
through supports.
Years Teaching in the District:
Grade Level/Subject Area:
The following survey will use a four (4) point scale and N/A in identifying the level of
benefit experienced with each provided induction activity:
o (1) Not Beneficial
o (2) Somewhat Beneficial
o (3) Beneficial
o (4) Very Beneficial
o N/A – Not Applicable
Please review each induction activity in the list below and using the four (4) point scale
to rate each item.
____ Welcome orientation
____ Buddy teacher
____ Mentor
____ Observation of colleagues (modeling lessons/instructional practices)
____ Observed by mentors/colleagues
____ Professional development in-district
____ Professional development out-of-district
____ PLC’s
____ Formal observations/evaluations/walkthroughs
____ Central administrator new teacher meetings
____ Principal new teacher meetings
____ Video archive of best practices and resources
____ Collaboration with new teachers during open discussion meetings
____ Collaboration with mentors during open discussion meetings
____ Administrative support
____ Principal support
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Appendix D
Interview Questions
Interview Questions – New Teacher Participants:
Induction in a school environment - A process of introducing an individual into their new
position.
Years Teaching in the District:
Grade Level/Subject Area
1. What pre-service teaching experiences have been beneficial in preparing you to
teach?
2. What specific areas of teaching would you identify as strengths for you?
3. What specific areas of teaching would you identify as areas in which you need to
grow?
4. Which areas of strength have been identified in formal observations and
walkthroughs?
5. Which areas of concern have been identified in formal observations and
walkthroughs?
6. How was it determined which induction activities you would receive?
7. What opportunities have been provided to you for peer collaboration?
8. How has your mentor assisted you in growing as a teaching professional?
9. Can you describe your experiences with the archive of “Best Practices” videos?
10. Can you describe your experiences with the principal held “New Teacher”
meetings?
11. Can you describe your experiences with the district held “New Teacher”
meetings?
12. What workshop experiences have been offered to you?
13. What workshop experiences have you participated in?
14. Can you describe the experiences you have had with peer-to-peer observations?
15. Can you identify and describe any induction activities that have not been already
talked about that you have participated in during your time teaching in
Centerville?
16. How have the induction activities helped or not helped you in improving as a
teacher?
17. How would you describe your overall induction experience in Centerville?
18. In what ways could the induction experience be improved?
Interview Questions – Mentors and Principals:
Years Teaching/Leading in the District:
Grade Level/Subject Area (if applicable)
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1. What preservice teaching experiences have been beneficial in preparing (new
teachers/your mentee) to teach?
2. What specific areas of teaching would you identify as strengths for (new
teachers/your mentee)?
3. What specific areas of teaching would you identify as areas needed for (new
teachers/your mentee) to grow?
4. How was it determined which induction activities (new teachers/your mentee)
would receive?
5. What opportunities have been provided to (new teachers/your mentee) for peer
collaboration?
6. How have you as the (principal/mentor) assisted the (new teacher/mentee) to
grow as a teaching professional?
7. Can you describe the experiences your (new teachers/mentee) have had with the
archive of “Best Practices” videos?
8. Can you describe your perceptions of the experiences the (new teachers/mentee)
have had during the principal held “New Teacher” meetings?
9. Can you describe your perceptions of the experiences the (new teachers/mentee)
have had with the district held “New Teacher” meetings?
10. What workshop experiences have been offered to (new teachers/your mentee)?
11. What workshop experiences have (new teachers/your mentee) participated in?
12. Can you describe the experiences (new teachers/your mentee) have had with peerto-peer observations?
13. Can you identify and describe any induction activities that have not been already
talked about that (new teachers/your mentee) have participated in during their
time teaching in Centerville?
14. How would you describe (new teacher’s/your mentee’s) overall induction
experience in Centerville?
15. In what ways could the induction experience be improved?
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Appendix E
Proposed Induction Activities Survey
Through the interviews, a number of suggestions were provided to improve in the
induction program in Somerville. In reflection on your own experience and the potential
experiences by new teachers that will be hired for next year and beyond, please rate the
following questions on the level of benefit you would expect to be received from the
proposed additions/modifications to the induction program.
Start each question with..."HOW BENEFICIAL WOULD IT BE..."
The rating for each question are:
(1) Not Beneficial
(2) Somewhat beneficial
(3) Beneficial
(4) Very Beneficial
1. To have a "Buddy" teacher formally assigned in year two after having a mentor
for the first year?
2. To have a "Mentor" teacher formally assigned in your same grade level/subject
area?
3. To have a "Mentor" and "Buddy" teacher formally assigned?
4. To have colleagues observe you and provide feedback?
5. To expand the best practice video archive to target your specific grade
level/subject area?
6. To have one-on-one principal meetings?
7. To have principal meetings that separately met with 1st and 2nd year teachers as
one group and 3rd and 4th grade teachers as a different group?
8. To have a combination of one-on-one and 1st through 4th year principal
meetings?
9. To have 5th year teachers talk about and share tenure presentations with 1st
through 4th year teachers?
10. To record and critique your own lesson once per year?
11. To have observers include reference resources and links to best practice videos in
observations/walkthroughs?
12. To be provided updates on videos added to the best practice video archive?
13. To be provided articles ahead of time for administrator non-tenured meetings?
14. To have practical/relevant/hands-on learning experiences instead of reading
articles for administrator non-tenured meetings?
15. To have 1st through 4th year non-tenured meetings once a year facilitated by
teacher leaders without administrators present?
16. To survey newly hired teachers to learn about their teaching style and personality
and use the information to assist with assigning a mentor?
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17. To have a "Board" where teachers could post invites to other teachers to come see
something they are doing in their classroom?
18. To have a "Board" where teachers could post areas of interest they would like to
observe so that other teachers can extend an invitation to come see the area of
interest being implemented?
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